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ABSTRACT 
 
Researchers in the field of gifted education have 
pointed to the need for deeper understanding of the  complex 
expectations and experiences of beginning teachers of the 
gifted (Pollak, 1996; Hanninen, 1988), that is, tea chers of 
the gifted who have less than three years’ experien ce 
teaching gifted learners.  Further, several important 
questions remain unanswered regarding the structure /content 
of preparation for pre-service teachers of the gift ed 
(Joffe, 2001; Chan, 2001; Mills, 2003; Hansen and 
Feldhusen, 1994; Johnsen, 2004).  Finally, the fiel d of 
gifted education would benefit from insight into th e 
experiences of beginning teachers of the gifted, 
particularly insight from a first-hand perspective.    
 
The purpose of this qualitative research effort was  to 
shed light on the expectations and experiences of b eginning 
teachers of the gifted.  This was done through the 
utilization of the case study approach, whereby sev en 
beginning teachers of the gifted were invited to 
participate. The research aimed to provide school 
districts, both locally and nationally, with insigh t into 
what can be done to assist in the preparation, supp ort and 
retention of beginning teachers of the gifted. The final 
purpose of this study was to give voice to the expe riences 
of this population of educators.  
 
The findings of the study center on the notion that  
the needs of beginning teachers of the gifted are d ifferent 
from the needs of other beginning teachers. Namely,  all 
seven participants felt that their undergraduate co urses in 
education, and to some extent their graduate course s, did 
not adequately cover the needs of the gifted . Participant 
insight revealed a calling for curriculum training on 
differentiating instruction and acceleration.  Begi nning 
teachers of the gifted reported a desire to receive  
training on the social and emotional needs of the g ifted, 
and the IEP. More specifically they felt unable to address 
the social and emotional needs of this population, 
particularly underachievement and depression.  Finally, 
these beginning teachers of the gifted expressed a need for 
other kinds of supports such as mentors and opportu nities 
to network with other teachers of the gifted.
 1 
CHAPTER ONE: INTRODUCTION 
 
Statement of the Problem 
 
Recent research findings conclude that we lack a 
sufficient understanding of the complex expectation s and 
experiences of beginning teachers of the gifted (Po llak, 
1996; Hanninen, 1988 ).  We know little about what they 
expect from the professionals with whom they work, or what 
they experience as novice teachers of the gifted.  Further, 
one important question still remains unanswered reg arding 
the structure/content of education for pre-service teachers 
of the gifted, in terms of the information they are  given 
prior to entering the gifted classroom (Joffe, 2001 ; Chan, 
2001; Mills, 2003; Hansen and Feldhusen, 1994; John sen, 
2004) .   More specifically, little is known as to how 
successful university coursework is in terms of pro viding 
adequate preparation for teachers who will be enter ing the 
gifted classroom.  The field of gifted education wo uld 
benefit greatly from insight into the experiences o f 
teachers new to the gifted setting--particularly fi rst-hand 
perspective.  Finally, an absence of literature als o 
suggests that researchers and practitioners alike n eed to 
have a better understanding of the supports in plac e for 
such teachers, and of the professional development 
opportunities in which they are able to participate .  
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Purpose of the Study 
 
The purpose of this research was to shed light and to 
give voice to the expectations and experiences of 
experienced teachers who are placed in the gifted s etting.  
The research also aimed to provide school districts , both 
locally and nationally, with insight into what can be done 
to assist in the preparation, support and retention  of 
teachers of the gifted. This being said, districts may be 
making poor hiring decisions, more specifically the y may be 
hiring teachers to work with the gifted who are ill  
prepared to do so. These same districts may be doin g 
further disservice to beginning teachers of the gif ted by 
providing inadequate in-service support.  
In order to ensure the success of these teachers an d 
the students with whom they work, stakeholders in t he field 
of education must be better informed as to what is 
experienced by this population of educators. Moreov er, this 
research sets out to discover what additional assis tance, 
if any, needed to be provided to these novice educa tors of 
the gifted.  A review of studies which focus on beg inning 
teachers of the gifted, reveals an absence of resea rch on 
these topics (Joffe, 2001; Pollak, 1996), which  suggests 
that each have to date been wholly overlooked. In o rder for 
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the field of gifted education to move forward, such  an 
examination must be conducted.  
In completing this study I am able to reflect upon my 
own experiences as a beginning teacher of the gifte d: the 
isolation, the issues of esteem, the desire to know  more 
than my academically talented middle schoolers.  I came to 
know much about this population through trial and e rror, 
but in looking back I know that my experience could  have 
been more positive had it been characterized by str onger 
communication with and greater support from my ment or, 
guidance counselor, and gifted coordinator. Further more, I 
am convinced that the struggles I faced could have been 
overcome more easily had I been provided with a bro ader 
course of study in graduate school and assistance w ith the 
development of a deeper sense of collaboration amon gst my 
colleagues.  
However the question remains, am I right in my 
assumption that my experiences speak to a reality i n this 
field?  Or were they an outcome of a very specific time and 
place? I came to understand that there was only one  way to 
discover the answers to these questions and that wa s to 
locate and listen to the stories of teachers who wh ile 
experienced in the regular education setting, were just 
beginning their careers as educators of the gifted.  
 4 
Significance 
If we are to understand the effectiveness of the 
preparation of teachers of the gifted, it is essent ial that 
we talk to teachers.  Their first-person insight is  crucial 
in the development of a fuller understanding of the ir 
positioning as teachers in transition. Consequently , this 
research was dedicated to exploring the nature of a cademic 
preparation programs from the perspective of those 
teachers. Such insight, that which makes the educat ional 
and professional experiences of beginning educators  
tangible, can make a contribution by providing us a ccess to 
their unique stories. A review of research has reve aled a 
gap in this regard and this study attempts to fill it. The 
study will undoubtedly benefit local school distric ts, 
state departments of education, university professo rs and 
their respective colleges of education as well as 
policymakers.  Moreover, it aims to assist in resha ping, 
where necessary, pre-service preparation programs a nd in-
service support services. Information collected fro m this 
study will strengthen the pool of information that is 
available on the preparation of teachers of the gif ted from 
the perspective of teachers who after some years of  
teaching in the regular education setting, are plac ed into 




The following questions guided the researcher: 
 
1. What is/was the nature of the expectations  
   that beginning teachers of the gifted have  
   of their: 
 
   a. colleagues 
   b. principals 
   c. mentors 
   d. on-site gifted coordinator 
   e.  students 
   f. parents 
 
2. What is the nature of the experiences of beginni ng  
   teachers of the gifted: 
a. with their colleagues 
b.  with their principals 
c.  with their mentors 
d.  with their on-site coordinator 
e.  with their students 
f.  with the parents of their students 
 
3. How satisfied/dissatisfied are beginning teacher s  
   of the gifted with their gifted teacher educatio n  
   programs in terms of level of preparedness   
   provided? How satisfied/dissatisfied are beginni ng  
   teachers of the gifted with their regular educat ion  
   teacher preparation programs in terms of level o f  
   preparedness provided for work with gifted  
   learners?  
 
4. How satisfied/dissatisfied are beginning teacher s  
   of the gifted with the nature and number of in-  
   service support options that have been made    
   available to them? 
 
Definition of Terms 
 
a.  Accelerated Learning/Acceleration: 
A strategy of processing through education at 
rates faster or ages younger than the norm 
 
b.  Beginning/New Teacher: 
Teacher(s) with less than 3 years of full-time 
classroom teaching experience (may be used to 
describe any teacher new to a given setting). 
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c.  Comprehensive Curriculum: 
The purpose of the Comprehensive Curriculum is to 
align content, instruction and assessment and to 
provide uniformity in content taught across the 
four core subject areas of English, Mathematics, 
Science and Social Studies. Its intention is to 
increase the academic achievement of students.  
 
d.  Differentiation: 
Modifying curriculum and instruction according to 
content, pacing and/or product to meet unique 
student needs in the classroom. 
 
e.  Gifted: 
The federal Elementary and Secondary Education 
Act defines gifted students as “Students, 
children or youth who give evidence of high 
achievement capability in areas such as 
intellectual, creative, or leadership capacity, 
or in specific academic fields, and who need 
services or activities not ordinarily provided by 
the school in order to fully develop those 
capabilities (Title IX, Part A, Definition 22). 
The state of Louisiana defines gifted as 
“exceptional students who demonstrate abilities 
that give evidence of high performance in 
academic and intellectual aptitude” 
(www.doe.state.la.us.edu) 
 
f.  Grade-Level Expectation (GLE): 
A GLE is a statement that defines what all 
students should know or be able to do at the end 
of a given grade level. Statements of 
expectations were developed by Louisiana 
educators for the four core areas of English, 
Math, Science and Social Studies and are defined 
for grade levels Pre-Kindergarten to 12 th .  
 
g.  Individual Education Plan (IEP)  
An IEP is a document that delineates special 
education services for special-needs students. 
The IEP includes any modifications that are 
required in the regular classroom and any 
additional special programs or services. Federal 
law does not require IEPs for gifted learners, 




h.  In-Service Training 
This is training received by teachers once they 
have been placed within the classroom setting.  
Conducted/presented by local schools, through 
independent trainings, or attendance at 
conferences/conventions 
 
i.  Louisiana Teacher Assistance and Assessment Program  
(LTAAP) 
A three-semester program that provides 
participating new teachers with a planned program 
of support while also providing a statewide 
measure of teacher competency for certification 
The inclusion of a mentoring component in the 
program was specifically designed to provide 
assistance to new teachers through classroom 
visits and conferences in a formative measure of 
evaluation. 
 
j.  Magnet School 
A magnet school is a public school site/program 
that focuses on a specific learning area or 
domain. This definition may also be used to 
describe those schools, which have been 
established to meet the specific learning needs 
of the gifted 
 
k.  Mentor 
In most fields mentors are community members 
(professional or other) who share their expertise 
with a student or teacher in a similar career or 
field of study.  
 
l.  Pre-service Education 
This education or training is received by 
teachers (either in an undergraduate or a 
graduate educational setting) in order to prepare 
them for classroom teaching. It must be received 
prior to entering the classroom. 
 
m.  Regular education 
The traditional classroom setting is largely 
heterogeneous and is dedicated to serving those 
students who do not have IEPs, though students 





n.  Secondary setting 
This phrasing is typically used to describe 
middle and/or high school sites where the level 
of student grade placement ranges from 6-12. 
 
o.  Self-contained 
In the secondary setting, this describes a 
classroom setting, which is dedicated to students 
who are identified as belonging to a special 
education population (i.e. gifted). It also 
typically describes a classroom which houses 
students who have IEPs. Although variations 
between students exist in self-contained 
classrooms, the intent of this grouping pattern 
is to restrict the range of student readiness or 
needs that a teacher must address.  
 
p.  Social/Emotional Needs: 
Gifted students may have affective needs that 
include heightened or unusual sensitivity to 
self-awareness, emotions and expectations of 
themselves or others, and a sense of justice, 
moral judgment or altruism.  Counselors may 
address issues such as perfectionism, depression, 
underachievement or career planning 
 
q.  Training 
Any support/exposure given to classroom teachers 
that is designed to improve the quality of the 
services they provide to students. 
 
r.  Underachievement  
A term used to describe the discrepancy between a 
student’s performance and their potential, or 















CHAPTER TWO: REVIEW OF LITERATURE 
 
A History of Traditional Teacher Education 
  
In examining the history of teacher education in Am erica, 
one must first examine the history of the professio n 
itself.  Upon doing so, one almost immediately noti ces that 
its foundation is very much rooted in the home, the  place 
where young children were expected to learn their l etters 
through bible study and prayer (Nasaw, 1979).  Moth ers 
therefore were the primary educators.  However, as villages 
grew into towns and towns grew into cities this slo wly 
changed.  In 1647, Massachusetts became the first s tate to 
establish a basic pattern for compulsory education in the 
country.  In attempting to meet the requirements of  the new 
legislation, the common or “dame” school was opened .  The 
dame school was open to both boys and girls and ope rated by 
women who charged a small fee to hear children “doi ng 
lessons”, namely that of spelling and reading (Morr ison, 
1997).  Later on, the common school emerged as the cure to 
social, economic and political problems in a countr y that 
was rapidly becoming urban and industrialized.  As the 
schools grew, both in the number of students served  and the 
length of service offered, male faculty (who were s een as 
disciplinarians) came to teach in the high schools whereas 
women (who were thought to be nurturers) were typic ally 
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assigned to teach in the lower grades (Morrison, 19 97).  
Nasaw suggests “the common schools were designed to  control 
and contain the poor, white, Protestant, male popul ation.” 
(Nasaw, 1979, pg.82).   
By the 1820s reformers such as Horace Mann emerged who 
argued the major problem facing the American common  schools 
was the plethora of incompetent teachers. According  to 
Mann, children learned best by imitating the ideal elder: 
white gentlemen (Morrison, 1997).  Instead of attem pting to 
reform the common school, Mann and his contemporari es set 
out to create an American variation of the Prussian  teacher 
training institutes and named them “normal schools” .  
Funding for these training centers was limited and it was 
not until close to the end of the 19 th  century that the 
number of them peaked.   
Like most other societal changes, economics dominat ed 
the shift in the kinds of people recruited to teach . As 
funding for teacher salary became scarcer, administ rators 
of common schools were forced to turn to a segment of the 
population willing to work for less- women.  Conseq uently, 
women were hired in droves to meet the growing dema nd for 
teachers (Cochran-Smith and Zeichner, 2005).  Begin ning in 
the 19 th  century, women, most of who largely considered 
teaching to be a stop on the railroad to marriage ( Clifford 
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and Guthrie, 1988), began to enter the profession. It 
should be noted that, “there was considerable resis tance to 
allowing women to teach, for it meant they were mem bers of 
the American workforce” (Pushkin, 2001, pg. 78).   
Regardless of the hardships these early women 
educators faced, they were willing to gain training . The 
curriculum of the normal schools was inspired by th e notion 
that teachers could be taught the craftsmanship of 
classroom management (Borrowman, 1965).  During thi s 
period, teacher training typically lasted between 6  months 
and 2 years (Borrowman, 1965).   
After the Civil War, the normal school became a 
serious force in the preparation of common school t eachers.  
NEA reports that by 1898 there were 166 state and 1 65 
privately run normal schools in operation, enrollin g about 
70,000 students (Clifford and Guthrie, 1988).  Alth ough 
many teachers had no pre-service training, by about  1900 
normal schools accounted for so much of formal teac her 
training that colleges and universities enrolled le ss than 
8 percent of identified teachers in training (Cliff ord and 
Guthrie, 1988).  Soon, however, the appropriateness  of 
normal schools was criticized as professors in the 
humanities began to call into question the scholarl y 
ability of professors in the field of education 
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(“educationists”) (Cochran-Smith and Zeichner, 2005 ).  As a 
result of this, there was a strong push to improve the 
profession through research, which resulted in the creation 
of more rigorous programming, an increase in the le ngth of 
programming, the requirement of more intense academ ic study 
and additional classroom practice.  
 In summary, formal teacher education began in 1867  
with the first Department of Education in federal 
government and the first standard teaching program in 1896 
(Morrison, 1997).  At that time, teacher education programs 
lasted for less than 2 years and courses consisted largely 
of teaching teachers how to teach.  To date, the cu stomary 
pattern of teacher education has been 2 years of br oad 
academic training and 2 years of professional study . These 
first 2 years are typically spent in courses, which  are to 
form the basis of a teacher’s subject matter knowle dge.  
However, this pattern has been rapidly changing.  
 In the past 20 years there has been a distinct ref orm 
movement in the area of teacher preparation, which has been 
attributed to the findings of the National Commissi on on 
Excellence in Education. The document produced by t his 
commission, was “A Nation at Risk” (1983), and was 
effective in contributing to a level of change that  
extended across the field of education. Among the c oncerns 
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raised in the report was the assertion that a 
disproportionate amount of teacher education progra mming 
was wasted with vague “methods courses”, more speci fically 
courses in which the goal of the curriculum was bro ad 
exposure (Evans, Dumas, and Weible, 1982).  This do cument, 
which was met with both applause and disgust, spark ed a 
widespread critique of the professional training an d 
development of teachers (Evans, Dumans, and Weible,  1984; 
NCES, 2000) at both the elementary and secondary le vels.        
Consequently, the questions raised after the 
publication of A Nation at Risk  (1983) contributed to a 
change in both undergraduate and graduate teacher e ducation 
programming. Moreover, it resulted in an intense di scussion 
that is still being played out today.  At the heart  of this 
current debate is the issue of negotiating when, wh ere and 
how teachers can/should be properly educated. Most 
recently, the central overarching goal has been to push the 
public image of teachers onto a higher tier.  It ha s been 
said that many teacher education programs, “fail to  prepare 
teachers to meet the new challenges presented by 
contemporary society” (Hallinan and Khmelkov, 2001,  pg. 
177).  Hallinan and Khmelkov (2001) argue that in s ome 
programs students are exposed to weak courses focus ing on 
pedagogy and student discipline rather than on subj ect 
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matter and educational research whereas others focu s too 
heavily on a liberal arts curriculum.  Thus the goa l has 
become to increase competency and thereby improve t he 
public image of teachers.  To this end, a clear eff ort has 
been made on both the state and national levels to simply 
professionalize the field by providing pre-service 
educators with a well-balanced preparation program and 
adequate in-service supports.  
As a result, two models have recently emerged in an  
attempt to correct previous shortcomings. The first  is more 
traditional in structure; it supports the notion th at a 
teacher’s education should be centered in a univers ity-
based environment. In this model, students spend th e 
majority of their preparation studying the liberal arts and 
a relatively short time working in the field. The o ther 
model asserts that a teacher’s preparation should b e 
centered in a field-based environment (Reven, Cartw right, 
and Munday, 1997) with a significant amount of trai ning 
occurring in a school setting.      
  One example of the first model is illustrated in the 
traditionally structured teacher education program.  Here, 
students gain admission into the university and aft er 
completing two years of broad subject area exposure  are 
ushered into colleges of education for professional  
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training.  Such study would result in both an under graduate 
degree in education, and state teaching certificati on. 
Prior to graduating, said teachers are required to spend 
their final semester of the undergraduate program a s a 
student teacher working under the supervision of a full-
time classroom teacher. 
 Following the emergence of research criticizing th e 
traditional teaching model outlined above (Andrew a nd 
Schwab, 1995; Liston and Zeichner, 1990; Abdal-Haqq , 1998; 
Holmes Group, 1986), colleges of education were for ced to 
rethink the structure of their teacher education pr ograms.  
Of the new models that emerged, the model proposed by the 
Holmes Group gained rapid acceptance. This model wa s 
inspired by the findings of a consortium of deans o f 
colleges and schools of education at leading Americ an 
universities which was released in the report, “Tom orrow’s 
Teachers” (1986). It argued that in order to improv e the 
quality of schooling in America it was necessary to  
transform teaching into a respected profession of w ell-
educated educators.  To this end, it proposed the 
elimination of undergraduate teacher certification 
programs, and in their place, the creation of gradu ate 
level training programs. Moreover, future teachers,  
particularly at the secondary level, would be requi red to 
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take undergraduate courses in a specific subject ar ea (e.g. 
mathematics or English) prior to applying for admis sion 
into a graduate program in education.  Once admitte d, pre-
service teachers would enroll in graduate education  courses 
in teacher education (to be completed in a fifth ye ar of 
study), and complete a clinical internship in a sec ondary 
school setting.  This fifth year of study would cul minate 
in a master’s degree. Ten years after publishing it s 
initial report, the Holmes Group (1990) issued a fo llow-up 
report which went on to suggest that the ideal scho ols for 
the clinical internship would be professional devel opment 
schools (PDS) that would link university schools of  
education with school systems.  According to “Tomor row’s 
Schools” (1990), the Holmes document outlining the group’s 
philosophy, there should be six principles that gui de the 
evolution of a PDS:  
Principle One: Teaching and learning should be for  
understanding. 
 
Principle 2: Schools should create a learning  
community. 
 
Principle Three: Teaching and learning should provi de  
understanding to everybody’s children. 
 
Principle Four: There should be continuing learning  by  
teachers, teacher educators and 
administrators. 
 
Principle Five: There should be thoughtful long-ter m  
inquiry into teaching and learning. 
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Principle Six: New institutions will need to be  
invented. 
  
To date the number of PDSs in the USA has exceeded 600 
(Abdal-Haqq, 1998).  Clearly, teacher training has 
undergone a number of significant changes in Americ a in the 
past century. Moreover, it appears that the Holmes model to 
some extent has set the tone for future teacher edu cation 
program design.  
Over time, teacher education programs across the 
country have attempted to adopt this model.  Howey (1999) 
speculates that regardless of its widespread appeal , “most 
individuals who engage in this important work would  
acknowledge that PDS development remains largely in  a 
pioneer stage fraught with difficulties and setback s” 
(Howey, 1999, pg. 324). Perhaps in an attempt to de al with 
those difficulties, there has been recent effort ma de to 
move away from the suggestions proposed by the Holm es 
Group.  The inclination to permit (and at times eve n 
encourage) individuals interested in teaching to pu rsue 
alternative forms of certification.  Evidently, Hol mes is 
not the sole model for teacher education in America  despite 
the fact that it remains a well utilized one. 
As a matter of fact, since Holmes several new model s 
have emerged in response to the clear reform moveme nt that 
has occurred within the area of teacher preparation .  Few 
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would disagree with the fact that this reform has a risen in 
the same fashion as reforms before it, namely in re sponse 
to a lack of adequate preparation for beginning tea chers 
(Reven, Cartwright, and Munday, 1997; Kent, 2005; T homas 
and Loadman, 2001).  Two opposing factions are domi nating 
the current debate-- those who seek to deregulate t eaching, 
and those who seek to professionalize it (Berry, 20 05). 
Those who seek deregulation believe that student le arning 
and quality teaching should be measured only by 
standardized tests, and that extensive preparation is 
costly and unnecessary.  This faction would rather that 
traditional teacher preparation programs (e.g. 
college/university training) be replaced with an ar ray of 
alternative programming, whereas advocates of 
professionalism believe that teaching is as much ab out 
social justice and action as academic success.  An example 
of the latter can be found at a university in the 
southeastern part of the United States, where it ha s been 
decided that individuals in teacher preparation pro grams 
need an increase in the amount of field experiences  in low 
socio-economic schools, strong mentorship teams, st ricter 
admission standards and partnerships with local sch ools 
(Kent, 2005). This particular program, like a numbe r of 
programs across the country since Holmes, is attemp ting to 
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make teacher preparation reflective of the real wor ld-- not 
only in terms of issues of management and lesson de sign, 
but also in terms of culture.    
In looking back, traditionally teachers were certif ied 
after completing training on a university/college c ampus. 
However, given the increase in need for teachers, “ many 
states have changed requirements for licensing teac hers and 
have authorized a range of agents-local districts, private 
vendors and intermediate education agencies- to cre ate 
alternative training and certification programs” (J ohnson, 
2004; pg. 26).  To this end, people have increasing ly 
turned away from traditional routes, opting for the se 
alternative certification programs.  These professi onals, 
some of whom are entering the field mid-career, pre pare for 
their positions by enrolling in alternative program s. One 
such program is offered by the school district used  in this 
study. Through the Eastern Parish program, particip ants are 
employed as classroom teachers after completing an intense 
summer training institute. They are offered abbrevi ated 
pre-service preparation and on-the-job support.  Ot her such 
programs grant certification through coursework off ered by 
accredited universities online.   
Presently, the standard in teacher education is 
largely being determined by the publication of upda ted 
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standards by National Council for Accreditation of Teacher 
Education (NCATE) in 2002. These standards outline what 
teacher education programs should look like and wha t they 
need to do in order to qualify for national accredi tation. 
This revised set of standards outlines a number of things 
from what a teacher candidate should know and what skills 
they should have, to what dispositions they should possess. 
Clearly, NCATE’s attempt to standardize teacher tra ining 
has been the most widely implemented and broadly ac cepted 
programming. 
A History of Gifted Teacher Preparation  
 
The earliest scholarship on teacher training in gif ted 
education dates back to research conducted during t he 1950s 
by Wilson. Wilson examined a 1951 Hunter College su rvey of 
colleges and universities on the preparation for te achers 
of gifted students in America.  Not surprisingly, h is 
findings tell the story of only a small number of c ourses 
tailored toward preparing teachers for the gifted s etting 
(Wilson, 1953).  Wilson then conducted a follow-up study in 
1955, in which he surveyed 27 institutions of highe r 
learning. Although he discovered that universities had 
taken little action within the 2-year period that h ad 
elapsed, he did note that the schools surveyed were  at 
least expressing a desire to implement change.  Mor e 
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specifically, he noticed that a number of them were  
participating in professional meetings to address i ssues 
related to gifted education. Despite the improvemen ts he 
observed, Wilson (Wilson, 1955) concluded that furt her 
efforts were needed in order to properly prepare te achers 
for work with gifted learners. 
 Laird and Kowalski (1972) addressed teacher traini ng 
in the field of gifted education in the 1970s throu gh the 
use of a questionnaire sent to more than 1500 insti tutions 
(Laird and Kowalkski, 1972).  Of the 1,564 schools they 
contacted, 1,241 responded. Among them, 151 of thes e 
colleges and universities replied that they offered  courses 
that dealt specifically with the education of gifte d 
learners.  The most promising conclusion of their r esearch 
was that approximately 32 percent of the institutio ns 
surveyed were interested in expanding their course 
offerings in their teacher education programs to in clude 
courses on gifted education (Laird and Kowalski, 19 72). 
 By the late-1980s colleges and universities were 
beginning to implement programs that addressed the needs of 
gifted students. Parker and Karnes were first to pu blish a 
directory of degree programs in the United States w hich 
offered a major or a curriculum with an emphasis in  the 
education of the gifted (Parker and Karnes, 1987a).   The 
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publication of this directory was followed by the 
administration of a questionnaire, which was sent t o each 
state consultant responsible for gifted programs in  order 
to determine precisely which colleges and universit ies 
offered what degrees. Of the 160 institutions conta cted, 
129 responded with 101 of them indicating that they  did 
offer such programs at the master’s level (Parker a nd 
Karnes, 1987a).  The literature (Parker and Karnes,  1987b) 
suggests that by this point in gifted education his tory an 
obvious trend existed which suggested universities who 
elected to offer courses in gifted education were d oing so 
primarily at the graduate level.  The trend to offe r gifted 
education courses at the graduate level has continu ed, as a 
recent estimation reports that “only Nevada, West V irginia, 
and Iowa currently report an undergraduate endorsem ent in 
gifted education” (Croft, 2003, p.566).  
Graduate Degree Program Admissions and Course Requi rements 
 
With the creation of gifted education programs, adm issions 
policies had to be established. As could be expecte d, 
admission policies to gifted education programs var ied 
greatly between institutions (Parker and Karnes, 19 87a). 
Although most institutions surveyed in their 1987 s tudy 
required that students take the Graduate Record Exa mination 
(GRE), the test scores required for admittance vari ed from 
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state to state and from school to school.  Universi ties 
reported that undergraduate grade point averages we re 
factored into admissions decisions with the majorit y of the 
schools (35) requiring a 3.0 grade point average on  a 4.0 
scale (Parker and Karnes, 1987a).  According to the ir 
findings, “other admission requirements vary widely  and 
include the Miller Analogies Test, the National Tea chers 
Examination, and multiple-criterion formulas using both 
test scores and grade point average” (Parker and Ka rnes, 
1987a, p. 172). 
As the level at which student were being admitted i nto 
gifted education programs remained largely consiste nt 
across the country, so did the contents of the prog rams.  
In 1983, Parker and Karnes reported the results of the 3-
year study conducted by the teacher certification 
subcommittee of the National Association for Gifted  
Children (NAGC) Professional Development Committee (Karnes 
and Parker, 1983). In it the committee recommended not only 
that teachers of the gifted complete an approved pr ogram in 
gifted education (culminating in at least a master’ s 
degree) but that their program of study includes at  least 
the following components:  
1.  A minimum of 12 semester hours of credit involving 
the following course contents:  
Nature and needs/psychology of the gifted; 
Assessment of gifted students; 
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Counseling gifted students; 
Curriculum development for the gifted; 
Strategies and materials for teaching the gifted; 
Creative studies; 
Program development and evaluation; 
Parent education and advocacy training; 
Special populations/problems of gifted students;  
Cognitive and affective processing. 
2.  At least one graduate course in research procedures  
3.  A minimum of 9 semester hours of credit in an 
approved content area designed to develop a 
specialization appropriate to the level of teaching  
or the anticipated professional role of the 
individual 
4.  A practicum involving university-supervised 
instruction of gifted students geared to the 
anticipated future teaching role 
 
Karnes and Parker employed the use of a questionnai re 
in 1984 in order to gather information on gifted ed ucation 
programs and services. Of the 160 schools surveyed,  129 
responded with 28 indicating that their institution s did 
not offer graduate degree programs in gifted educat ion. Of 
the 101 schools in 38 states that did offer such pr ograms, 
all reported offering one or more master’s degree p rograms.  
Moreover, 37 institutions in 24 states granted the 
doctorate with gifted education as a recognized are a of 
emphasis.  The most common courses required by thes e 
programs were nature and needs/psychology of the gi fted 
(66.3 percent), strategies/methods for teaching the  gifted 
(32.7 percent), introduction to exceptional childre n (25.7 
percent), and a combined course in curriculum and m ethods 
for teaching the gifted (24.8 percent) (Karnes and Parker, 
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1984).  A later study revealed that by 1987, the nu mber of 
programs offering graduate courses in gifted educat ion 
increased by 33 percent, with Master’s degree progr ams 
available in 134 institutions in 42 states and the District 
of Columbia (Parker and Karnes, 1987a).   
In 1995, the NAGC Standards for Graduate Programs i n 
Gifted Education was proposed and outlined a set of  
concepts, skills and other professional competencie s that 
leaders in the field (e.g. Alexinia Baldwin, Barbar a Clark, 
James Gallagher) identified as being essential for 
successful work with the gifted (Parker, 1996). The  
document was quite specific, providing educators ev erything 
from a conceptual framework for understanding the s tandards 
to a detailed discussion of what elements a graduat e 
curriculum should include.  However, since 1995 whe n NAGC 
formally adopted standards for graduate programs in  gifted 
education, no research has been done that attempts to 
discover what progress universities and colleges na tionwide 
have made in following NAGC’s suggestions.  
In her widely read text, Growing Up Gifted , Barbara 
Clark suggests, “most commonly offered is a course that 
explores the education and psychology of the gifted  
individual; introduces the concept of giftedness; a nd 
includes definition, identification, characteristic s, 
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etiology, and nurture” (Clark, 2002, p. 226).  Here  she 
provides an extensive list of the forms that gifted  
education courses may take, most of which have been  somehow 
worked into university course offerings.  This effo rt has 
been furthered by the work of NAGC and The Associat ion for 
the Gifted (TAG) (a division of the Council for Exc eptional 
Children), who in May of 2004 invited institutions of 
higher learning to participate in a dialogue center ed on 
national teacher standards in gifted education.  Of  78 
American universities offering teacher education pr ograms, 
more than half participated (Johnsen, 2004).  Their  
collaboration resulted in the creation of a list of  10 
basic areas that future teachers of gifted students  need to 
become competent in: foundations, development and 
characteristics of learners, individual learning 
differences, instructional strategies, learning 
environments and social interactions, language, 
instructional planning, assessment, professional an d 
ethical practice and collaboration.  Research suppo rted 
each of the 10 overarching standards, the 32 knowle dge 
standards, and the 37 skill standards. Three types of 
research were used in revalidating the standards: 
literature/theory-based, research-based, and practi ce-based 
(Johnsen, 2004).  This list has been established as  a set 
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of initial standards for entry-level practice in gi fted 
education, and implementation is being encouraged a t both 
the undergraduate and graduate levels (Johnsen, 200 4). 
Clearly, an attempt has been made to not only legit imize 
the work that gifted educators do but to provide gi fted 
learners with the services to which they are entitl ed.  
Availability of Pre-Service Educational Programs in  Gifted 
Education 
 
In late 2006, NCATE approved new Teacher Preparatio n 
Standards in Gifted Education that were developed b y NAGC 
and the Council for Exceptional Students.  College and 
university teacher preparation programs in gifted e ducation 
will use the new standards. This is significant pro gress 
and will only work to improve the quality and consi stency 
of teacher preparation programs, particularly in li ght of 
the fact that as of 1984, there more than 100 insti tutions 
that offered master’s degree programs in 42 states (Parker 
and Karnes, 1987).  Current trends reported by The Council 
of State Director’s Program for the Gifted (1999) s uggest 
that 125 colleges and universities in 30 states off er 
programs that culminate in one or more graduate deg rees in 
the education of gifted learners, and 18 have docto ral 
programs with majors or concentrations in gifted ed ucation. 
In recognition of the growth in gifted education 
programming, NCATE in coordination with CEC has beg un to 
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evaluate institutions in each state for professiona l 
development in gifted education.  Hence, both the n umber of 
programming options and their quality are on the ri se. The 
increase recently observed suggests a growth of bot h 
awareness and interest in meeting the needs of gift ed 
learners, something that professionals in the field  of 
gifted education should be thrilled about.  
The Local State of Affairs  
Despite its consistent low rankings in national 
assessments of state education performance, Louisia na has 
gained widespread recognition for the quality of it s gifted 
education services.  As a matter of fact, in 1972 L ouisiana 
became one of only three states with a legal mandat e to 
identify and serve gifted students.  Consequently, 
Louisiana mandates gifted education and requires an  
Individualized Education Plan (IEP) for each identi fied 
gifted learner and now has gifted programs in all 6 6 
schools districts in the state.  Additionally, the state of 
Louisiana is one of only four states to provide ser vices to 
gifted learners similar to those required by the 
Individuals with Disabilities Education Act of 1997  for 
children with disabilities (Shaunessy, 2003).  In L ouisiana 
documentation is required that shows how the distri cts 
engage in an ongoing effort to identify and locate students 
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under their jurisdiction who may be gifted and who need 
specialized educational services.  Louisiana theref ore 
provides gifted students with most of the other pro cedural 
supports offered to students with disabilities.  Mo reover, 
if a K-12 student’s IEP indicates concurrent enroll ment in 
college courses, then the state will fund the child ’s 
collegiate education until the student graduates fr om high 
school through the use of available support from st ate, 
local, federal and private sources (Louisiana Depar tment of 
Education, 2000).  Finally, the state of Louisiana has also 
used legislation to mandate specialized training in  gifted 
education for teachers of gifted students. Each tea cher 
charged with educating gifted students must meet st ate 
requirements, which include certification, a Master ’s 
degree, and the completion of graduate courses as 
established by the Louisiana Department of Educatio n. More 
specifically, as of March 2005 (Louisiana Departmen t of 
Education, 2005) teachers seeking certification mus t 
complete 15 hours of prescribed coursework from the  
following list either within a master’s degree prog ram or 
in addition to an existing master’s:  
1. Characteristics/study of gifted individuals  
2. Methods of teaching the gifted 
3. Social and emotional needs of the gifted 
4. Creative thinking and problem solving or curricu lum  
development for the gifted 
5. Educational technology 
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Moreover, teachers must also complete 3 hours in a 
practicum for academically gifted, an internship fo r 
college credit in academically gifted, or successfu lly 
teach for 3 years in academically gifted setting (L ouisiana 
Department of Education, 2005). 
Experiences of Beginning Teachers 
Regular Education Setting  
 
To date, extensive research has been conducted in 
order to explore the experiences of beginning teach ers 
(Lortie, 1975; Bondy and McKenzie, 1999; Bullough, 1989; 
Dollase, 1992; Johnson, 2004; Veenman, 1994). The v ast 
majority of this research concludes that beginning 
teachers, regardless of their placement, struggle w ith the 
various aspects of teaching from classroom discipli ne to 
establishing relationships with colleagues.  They a re said 
to experience an emotional rollercoaster that begin s in 
anxious anticipation and cycles through survival an d 
disillusionment (Davis and Bloom, 1998). Johnson (2 004) 
reports the new teachers her team interviewed were often 
“overwhelmed by the responsibility and demands of d esigning 
curriculum and planning daily lessons.  They entere d the 
classroom expecting to find a curriculum, yet many found 
little guidance about what to teach or how to teach  it” 
(Johnson, 2004, pg. 136).  Many new teachers also s truggle 
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with social isolation (Brock and Grady, 1997); they  find 
themselves in unfamiliar surroundings with little 
structured time to establish personal relationships . 
Presently, many school districts and state departme nts of 
education are attempting to support beginning teach ers by 
developing mentoring and induction programs (Darlin g-
Hammond, 1997).  
The practice of mentoring spread to the field of 
education from the business community beginning in the 
early 1980s and has since spread rapidly across the  country 
(Dollase, 1992). In teaching, like in business, the  novice 
assumes the same job responsibilities as the vetera n, but 
on the first day of work. Mentoring has therefore b een used 
to help counter the isolation and frustration commo nly felt 
by beginning teachers.  A variety of helping relati onships 
between individuals or groups may be termed “mentor ing” and 
there are numerous interpretations of the mentoring  
process.  In all of these definitions one thing is 
constant: one participant is positioned as an exper t who 
provides counsel and guidance to the novice (Bauer and 
LeBlanc, 1992).  Mentors, when effective, offer cou nsel, 
provide information, interpret school culture and p ractices 
and act as advocate.  Locally, the Louisiana Teache r 
Assistance and Assessment Program (LTAAP) is in pla ce to 
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assist beginning teachers (Bauer and LeBlanc, 2002) .  
Teachers designated as mentors are typically experi enced 
teachers who are expected to work with their new te acher 
for an entire school year. As mandated by the state  of 
Louisiana, a mentor’s job is to guide the first-yea r 
teacher mainly through the first semester and to pr ovide 
support during the second semester.  The effectiven ess of 
such programming is currently being explored (Bauer  and 
LeBlanc, 2002). 
Gifted Education Setting  
Beginning teachers of the gifted undoubtedly face 
unique challenges, few of which have been explored in the 
research. Scholars conclude these teachers frequent ly 
struggle with their image, or sense of self and 
professional accomplishment (Pollak, 1996). Why are  so many 
new entrants to the field of education calling it q uits?  
One contributing factor may be beginning teachers o f the 
gifted are often hired as a result of the potential  they 
demonstrate (Pollak, 1996), and not the knowledge t hat they 
have acquired about giftedness.  Moreover, often te achers 
hired to teach the gifted have not completed certif ication 
in gifted education.  Regardless of the reasons why  they 
are offered positions, they have unique experiences  and 
should be entitled to unique supports (Tomlinson, 1 997).  
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More specifically, Joffe’s (2001) examination of a 
beginning teacher of the gifted concluded these tea chers 
need more structured guidance and instruction on ho w to 
effectively design and develop curriculum for gifte d 
learners, particularly in the absence of solid 
undergraduate and graduate preparation. To date, re search 
has been done which works to examine the perspectiv e of 
beginning teachers of the gifted (single case studi es) 
(Megay-Nespoli, 2001; Pollak, 1996; Joffe, 2001), b ut none 
has been so extensive that it provides first-person  insight 
through the use of multiple case studies and focus group 
interviews. Several of these studies (Joffe, 2001; Pollak, 
1996) have concluded that further studies are neces sary to 
best understand how beginning teachers of the gifte d can be 
prepared and supported. 
In-Service Support for Beginning Teachers: Are Stat e 
Departments and Local Districts Fulfilling Their 
Obligations?  
 
A number of models have historically been employed in 
an attempt to provide in-service teachers with cont inued 
professional development.  One of the more readily accessed 
options include offering on-campus/in-house 
in-services (often lead by building teachers, 
administrators, or guest speakers), which are offer ed 
after-school or on teacher work days or orientation s. This 
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is often the most widely used method by districts a s it is 
usually the most cost effective and has the potenti al for 
including the highest number of teacher participant s 
because they can be made mandatory.  Research howev er 
suggests that options of this nature fall short of what is 
needed in order to improve teacher practice (Boyle & Boyle, 
2004). Moreover, a review of the literature suggest s that 
these “staff development efforts have been found 
ineffective due to short duration, low intellectual  level, 
poor focus, and little substantive research-based c ontent” 
(Boyle & Boyle, 2004). 
Another option for in-service support includes 
approving teacher initiatives to attend district an d state 
sponsored conferences and workshops. These events, often 
held on a small scale, model themselves after large r 
national conferences.  To this end, they offer part icipants 
small “break-out” sessions (customarily presented b y 
locals), daylong workshops and an impressive guest 
(keynote) speaker.  There exists, however, a more e xpensive 
and therefore less popular option for school distri cts: to 
offer financial support to beginning teachers who a re 
interested in attending national conventions. These  
conventions, such as the National Council for Teach ers of 
English, and the Association for Supervision and Cu rriculum 
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Development, all work toward the same goal. They, l ike the 
smaller, local conferences, offer exhaustive lists of 
breakout sessions conducted by local teachers, pare nts, 
graduate students and international scholars in the  field. 
Additionally, they offer large exhibit halls with a  
plethora of teaching tools and global networking 
opportunities. According to Lauro, “conferences are  a great 
resource as attendees can obtain massive amounts of  
information in a conservative amount of time...conf erence 
attendees have the opportunity to learn, in one loc ation, 
about various methods, practices and new ideas for 
improvements and change in education” (Lauro, 1995) .  
For teachers of the gifted, the importance of such 
support is sustained by Gallagher’s conclusion, “it  seems 
highly unlikely that teachers with master’s degrees  in 
content fields will wish to return to higher educat ion for 
a further degree in gifted education” (Gallagher, 2 001, p. 
135).  Gallagher suggests that teachers who possess  
graduate degrees in their content areas are unlikel y to 
desire a return to the graduate classroom for furth er 
education. Perhaps this is why teachers in this fie ld are 
offered other options by way of conventions, such a s those 
offered by NAGC, Supporting Emotional Needs of the Gifted, 
and the  World Council for Gifted and Talented Children, 
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each of which caters to teachers of the gifted in t he K-12 
setting.  
In addition to sending teachers to local conference s, 
school districts often supply in-service teachers o f the 
gifted access to distance education courses. The 
development of the necessary technologies (through the use 
of television or the internet) has made this option  an 
ever-increasing one. In fact, research suggests, “t he 
combination of the geographic spread of teachers ne eding 
special instruction in coping with gifted students and the 
limited number of qualified training centers has le d a 
number of people to think about distance learning, where a 
single qualified person can deliver knowledge to a 
widespread audience” (Gallagher, 2001, p. 136). In this 
way, teachers nationwide are gaining the answers to  their 
questions on the best practices in the field of gif ted 
education. They study independently, post questions  via the 
World Wide Web and come to understand the needs of gifted 
learners through dialogues conducted on discussion boards. 
While for some teachers this may be a feasible opti on for 
professional development, research has shown that t he 
effectiveness of this type of support can be limite d by the 
degree to which a teacher has knowledge of technolo gy 
(Broady-Ortmann, 2002).  
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Another format for in-service that teachers of the 
gifted often come across is summer institutes. Thes e 
institutes offer intense seminars on various topics  in the 
field. The Center for Gifted Education at the Colle ge of 
William and Mary, for example, is internationally k nown for 
its commitment to improving the quality of gifted e ducation 
services and accordingly hosts a Professional Insti tute 
each summer. Last summer, the focus was, “ Curriculum and 
Instruction for High Ability Learners”. According t o the 
institute’s web site, the purpose of this institute  was to 
provide teachers and administrators with the knowle dge and 
skills to design and utilize high quality curriculu m within 
effective programs for advanced learners.   Institu te 
participants chose from one of eight strands, which  relate 
to the frameworks and models used at the College of  William 
and Mary to develop nationally acclaimed curriculum , or 
that draw on existing research and evidence of effe ctive 
practices.  Another well-known summer institute opt ion 
available to in-service teachers is offered at the 
University of Connecticut -Storrs. This particular program, 
held under the direction of Dr. Joseph Renzulli, is  similar 
to the institute at the College of William and Mary , is 
broken into different “strands”. It features lectur es 
presented by well recognized experts in the field, a strong 
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emphasis on the development of personal relationshi ps and 
state of the art techniques for enriching the quali ty of 
education offered to gifted learners. 
 The existence of these options offers evidence lead ers 
in the field (both locally and nationally) are devo ted to 
providing current teachers of the gifted with the e quipment 
necessary for improving their craft. Clark posits, “one 
important outcome of well-planned and well-implemen ted in-
service programs is the increase in the teacher’s 
perception of competence.” (Clark, 2002, p. 230)  I f this 
is in fact the case, nothing could be more importan t to the 
success of teachers of the gifted. Each of the 
aforementioned methods are vehicles for staff devel opment 
and are designed to improve the competencies of tea chers of 
the gifted, not to provide the vital baseline prepa ration 
that such teachers need in order to be successful.  As 
understanding of gifted learners expands, so must t he 
national commitment to finding continued support fo r the 
professional development of the educators who serve  them.  
Summary 
 
A review of the literature reveals schooling in 
America began in the home with mothers taking on th e role 
of teacher.  As the country became more and more 
industrialized, the common school was established a nd as 
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the need for teachers grew, the normal school was f ounded. 
The latter was opened to serve as a short-lived tra ining 
center for teacher preparation and ultimately provi ded the 
foundation for the current structure of teacher edu cation.  
Since the establishment of the normal school, there  have 
been countless models in teacher education. Most re cently, 
these models lean either toward a university-based learning 
environment (“traditional”), or a field-based learn ing 
environment.  Of late, two reform movements have do minated 
teacher education: deregulation and professionaliza tion.  
Undoubtedly, each of these models and reforms infor med the 
field of gifted education.  
 Research on teacher preparation in the field of gi fted 
education dates back to the work of F.T. Wilson (19 53, 
1955), who set out to discover the quality of prepa ration 
being provided to teachers of the gifted.  Recently , the 
Professional Development Committee subcommittee of NAGC has 
set forth a solid set of guidelines for graduate pr ograms 
in gifted education.      
Literature reviews suggest traditional teacher 
preparation programs are lacking in the quality of 
education they are able to provide pre-service educ ators. 
As a result of this inadequate preparation, beginni ng 
teachers frequently report that they are overwhelme d by 
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their new professional roles.  A review of the lite rature 
also reveals the usefulness of qualitative research , more 
specifically case study methodology, in attempts to  gain 
valuable first person insight on particular experie nces. 
In order for the field of gifted education to gain 
widespread public respect and to also move forward,  the 
experiences of beginning teachers of the gifted mus t be 
examined and understood; one way that this can be 
accomplished is through qualitative research.  
Additionally, colleges of education and state depar tments 
of education must listen to their voices. Until thi s 
occurs, stakeholders in the field of gifted educati on can 
never fully know whether or not these teachers are 












CHAPTER THREE: RESEARCH METHODOLOGY 
 
This study used qualitative methods to shed light o n 
the expectations and experiences of beginning teach ers of 
the gifted. Its function was largely exploratory in  that it 
worked to provide insight into specific cases from a 
population currently under-analyzed.  Moreover, its  aim was 
to provide a foundation for the direction of future  studies 
and to inform the development of both state and nat ional 
trends in the pre-service training and in-service s upport 
of beginning teachers of the gifted.  This was done  through 
the use of case study methodology, more specificall y the 
use of a questionnaire, individual interviews, focu s group 
interviews, classroom observations, and document an alysis. 
Qualitative Research Methodology Defined 
 
Qualitative research, commonly thought of as being 
opposite to quantitative research, has come to enco mpass a 
broad definition and to serve a broad variety of pu rposes.  
As a researcher who finds qualitative methodologies  to be 
the most useful, I am not hesitant to examine the w ord 
directly as much is revealed within it.  According to the 
word’s root, “quality”, it is implied that qualitat ive 
research works to ultimately provide a full examina tion of 
an essence. According to Denzin and Lincoln (2000),  that 
full examination may come in a wealth of forms, 
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“qualitative research involves the studied use and 
collection of a variety of empirical materials-- ca se 
study; personal experiences; introspection; life st ory; 
interview; artifacts; cultural texts and production s; 
observational, historical, interactional and visual  texts-
that describe outline and problematic moments and m eanings 
and individuals’ lives” (Denzin and Lincoln, 2000, p. 3).  
Creswell (1998) proposes in his definition that qua litative 
research is an inquiry process of understanding bas ed on 
distinct methodological traditions of inquiry that explore 
a social or human problem.  In moving past all of t hese 
widely accepted definitions, one sees that qualitat ive 
research methodologies take many forms and faces, a nd the 
freedom provided therefore makes the use of such 
methodologies ideal for many researchers curious ab out the 
human experience. To this end, Bogdan and Biklen (2 003) 
conclude we have come to use qualitative research a s an 
umbrella term to refer to several research strategi es that 
share certain blurred characteristics.  Loosely, th e staple 
characteristics of qualitative research suggest it is 
rooted in thorough description, a well-devised 
process/design and a sincere desire to find/make me aning.  
These characteristics are not, however, a rigid set  of 
guidelines for what does and does not fit into some  narrow 
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category. Rather, they work as an open, and to some  extent 
endless, means of examining a wide variety of pheno mena. 
Ultimately, all of these means work toward one end:  teasing 
apart, understanding and explaining the threads tha t 
constitute the social fabric of meaning (Morse, 199 4).  
Despite the route taken, essentially qualitative re search 
methodologies function as a flexible lens for getti ng “up-
close and personal” with the lived experience.  Qua litative 
research attempts to provide researchers with a too l for 
hands-on analysis of complex social situations, and  for 
those who choose to employ its methods, it allows f or 
genuine human contact and collaboration.   
This particular study utilized the case study 
approach, or the “exploration of a ‘bounded system’  or a 
case (or multiple cases) over time through detailed , in-
depth data collection involving multiple sources of  
information in rich context.” (Creswell, 1998, p. 6 1) In 
using the term “bounded”, Creswell implies that a c ase 
study’s design and data collection are specific to the time 
and place the data are retrieved.  In Creswell’s th inking, 
the context of a “case” can include a combination o f 
variables such as number of sites or sources of 
information.  Other things to be considered when si tuating 
a case within a particular context: physical, socia l, 
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historical, cultural and/or economic settings.  
Essentially, case study research “allows investigat ors to 
retain the holistic and meaningful characteristics of real-
life events such as individual life cycles, organiz ational 
and managerial processes, neighborhood change, 
international relations, and the maturation of indu stries.” 
(Yin, 2003, p. 2)  Clearly, case study research aim s to 
examine specific phenomena, attempting to understan d it in 
context.  From Yin’s perspective, case study method ology 
differs from other traditions in three distinct way s: (1) 
case study inquiry copes with the technically disti nctive 
situation in which there will be many more variable s of 
interest than data points, (2) Case study inquiry r elies on 
multiple sources of evidence with data converging i n a 
triangulating fashion, (3) This inquiry openly bene fits 
from the prior development of theoretical propositi ons to 
guide data collection and analysis. He goes on to a rgue the 
“case study is not either a data collection tactic or 
merely a design feature alone but a comprehensive r esearch 
strategy ” (Yin, 2003, p. 14). This method of inquiry 
examines previous research/theory and uses it to be tter 
understand the phenomenon being studied within the case(s).  
A final and important aspect of case study research , one 
that perhaps separates it from the other traditions , is the 
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flexibility in data collection (something yet to be  fully 
explored).  As Merriam (1988) observes, “unlike 
experimental, survey or historical research, case s tudy 
does not claim any particular methods for data coll ection 
or analysis” (Merriam, 1988, p. 10). 
This study was designed to employ the use of three 
primary techniques for data collection: interviews,  
classroom observations, and document analysis (writ ten 
reflection and a questionnaire).  The interview in case 
study research is unlike a typical conversation whe re more 
than one party contributes to the topic under discu ssion. 
During a properly conducted individual interview, o nly one 
perspective is openly given value.  Therefore, inte rviewing 
in qualitative tradition works to isolate the inter viewee’s 
version of what is occurring. It seeks to gain insi ght into 
an individual’s or group’s experience through askin g well-
constructed questions.  Interviewers can ask any nu mber of 
questions, causing the individual interviews to var y in 
length.  They may involve only one participant or m ay seek 
insight from a group of individuals. Fontana and Fr ey 
remind us “the most common form of interviewing inv olves 
individual, face-to-face verbal interchange, but 
interviewing can also take on the form of face-to-f ace 
group interchange, mailed, or self-administered 
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questionnaires, and telephone surveys. It can be 
structured, semi structured, or unstructured. ” (Fontana and 
Frey, 2000, p. 645)    
To this end ,  the interview that includes the 
simultaneous interviewing of several participants h as been 
termed a “focus group” interview and is typically c onducted 
when multiple perspectives are sought.  Additionall y, when 
a researcher is preparing to conduct a structured 
interview, he or she typically sets out to design a  list of 
pre-established questions and upon deciding who the  
participants will be, prepares to ask each particip ant the 
same set of questions.  By design, the structured i nterview 
allows for very little flexibility or improvisation . The 
researcher working to conduct a structured intervie w hopes 
to isolate specific results, leaving as little to c hance as 
possible.  In contrast, during an unstructured inte rview, 
the researcher works to keep the scope of possibili ties for 
response open.  The researcher may enter the interv iew with 
a direction in mind for it, but is willing to take a risk 
on the natural development/expression of perspectiv e.   
In addition to conducting interviews, qualitative 
researchers often rely on observations. The goal of  
observation is to provide a “…complete description of a 
behavior in a specific natural setting rather than a 
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numeric system of occurrence or duration of observe d 
behaviors.”(Ary, Jacobs, and Razavieh, 2002). Obser vations 
therefore offer researchers an opportunity to becom e an 
insider to the phenomena being studied.  For the pu rposes 
of this study, the researcher will participate as a  non-
participant observer (“participant observer”).  To this 
end, the goal of the researcher is not to become in volved 
in the activities being observed, but to instead ac t as a 
voyeur-- a complete observer.   Therefore, the rese archer’s 
presence will be announced and known to each of the  
participants. In other words, the researcher’s obje ctive is 
to interact with the participants for the purposes of 
strengthening rapport and of becoming more familiar  with 
their practices as beginning teachers of the gifted --not to 
evaluate or make judgments.  
Finally, qualitative researchers also utilize docum ent 
reviews to gain insight into the worlds of their 
participants.  The term “documents” refers to a ple thora of 
materials including but not limited to written prod ucts 
such as journals, memos, letters, and clinical/crim inal 
case records. However, the term “documents” has als o come 
to include photographs, videos, films, and items fo und 
through the Internet.  Furthermore, they may come f rom 
variety of collections ranging from personal assemb lages, 
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official records, or popular culture compilations.  Bogdan 
and Biklen propose, “while their use as an auxiliar y is 
most common, increasingly, qualitative researchers are 
turning to documents as their primary source of dat a,” 
hence the justification for their brief discussion in this 
review (Bogdan and Biklen, 2003, p. 57). 
Over time, the case study has gained widespread app eal 
because it successfully sheds light on the kind of 
information an analysis of numbers cannot provide. In turn, 
the case study results in a rich and holistic accou nt of a 
phenomenon (Merriam, 1988).  It is understandably w ell 
suited for research in education in that it allows for an 
exploration into complex and layered research desig ns. It 
is therefore ideal for any work requiring the use o f human 
participants, whereas subjects are treated with par ticular 
care.  Finally, Merriam’s declaration that through the use 
of case study educational processes, problems, and programs 
can be examined to bring about understanding which in turn 
can affect and even improve practice is especially telling.   
In addition to contributing “thick description” to 
research, the qualitative tradition, and more speci fically 
case study methodology, provides room for participa nts to 
tell their own story.  By relying on such methodolo gies, 
“the evaluation researcher gains a valuable peek in to the 
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“world” of the key stakeholder … ” (Dereshiwsky and  
Packard, 1992, p. 6).   Often, as qualitative resea rchers 
would claim, insight of this nature is quite person al and 
therefore, quite unquantifiable.  Qualitative resea rch 
functions as a means of both gathering and presenti ng the 
full  lived experience-- successes, failures, 
disappointments and surprises.  It is essentially g rounded 
in allowing human subjects to investigate their own  
perspective, and then working to assist them in sha ring 
their narratives with the world.  It is thereby imp ortant 
to note that case study research is not sampling re search 
(Stake, 1995).  The goal therefore is not to unders tand 
other cases (i.e. create generalizations), but to i nstead 
understand a particular case.  Hence, the rationale  for use 
of the case study method has been selected for use in this 
dissertation study.  
The final method of data collection used in this st udy 
included the use of a questionnaire.  A questionnai re can 
be used to meet a variety of goals in qualitative r esearch, 
and have proven to be a successful method of data 
collection for several reasons.  One such reason is  
questionnaires serve as a means of collecting infor mation 
unobtrusively, while also yielding high participant  
response (Ary, Jacobs, & Razavieh, 2002).  Particip ants are 
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allowed to provide information within relatively li ttle 
time and minimal intrapersonal communication. An op en-form 
questionnaire (Slavin, 2007) was employed in this s tudy, in 
that the questionnaire design did not place any 
restrictions on participant response. 
Participants  
 
Selection of Setting: School District and Sites  
 
In order to determine the nature of the expectation s 
and experiences of beginning teachers of the gifted , I 
conducted research in southeastern Louisiana.  East ern 
Parish (a pseudonym), where the study was conducted  has 
more than 150 schools, including public, parochial and 
private schools. More than one hundred of them are public, 
with district total enrollment at approximately 54, 000 
students in pre-kindergarten through grade 12.  It is 
currently the largest public school district in the  state, 
in terms of the number of functioning schools and n umber of 
students served.  Additionally, it is among the top  65 
districts nationally in student enrollment.  There are 
approximately 7,500 full-time employees working for  Eastern 
Parish with more than 4,000 of these employees bein g 
teachers.  Of these teachers, approximately 25 perc ent of 
them hold advanced degrees.  Finally, the Eastern P arish 
School System has made a unique commitment to gifte d 
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learners, in that it has deemed several schools wit hin the 
parish to be “gifted magnet sites”. These 12 school  sites 
serve two distinct populations-- that of regular ed ucation 
students, and that of identified gifted learners. I n these 
buildings gifted learners are provided with special ized 
curriculum typically instructed by gifted certified  
teachers in a self-contained setting.  My research was 
conducted on two different campuses: that of Lincol n Middle 
School and Washington High School (pseudonyms). 
Lincoln Middle School was built in 1955 in an area 
that was formerly considered the suburbs of a major  city.   
The area surrounding the school was primarily pastu re land 
(which to some extent still remains).  Lincoln Midd le 
School is now in the center of a residential distri ct near 
the interstate highway system and local universitie s. This 
particular school site started as a school housing grades 
1-9.  Four years later, in 1959, it became an eleme ntary 
school serving grades 1-6 and then, during the 1963 -1964 
school year, grade seven was added.  The school the n 
changed again in 1965 to a Junior High, with only 7 th and 
8th grades.  
  Beginning with the 1997-1998 school year, a progr am 
serving the academically gifted in grades 6-8 was a dded to 
the existing 6-8 regular education program.  More 
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specifically, the school was designated by Eastern Parish 
as a magnet site where gifted self-contained classe s would 
be offered to half of the school population, and a regular 
education would be offered to the other half.  Stud ents 
qualifying for the gifted program are expected to e xcel in 
advanced courses designed to motivate, stimulate an d 
prepare them for the future.   Teachers within the program 
are certified in gifted education and teach in clas srooms 
where class sizes are reduced to better individuali ze each 
student's educational program.  Students have the 
opportunity to complete courses for high school cre dit in 
algebra, geometry, computer science, science and fo reign 
languages. 
Lincoln is an ethnically diverse school, enrolling 
students from all around the world.  The school’s r egular 
education program is predominantly African-American  (close 
to 97 percent), whereas the gifted program is predo minantly 
“other”, being mainly composed of Caucasian and Asi an 
(close to 70 percent).  Lincoln Middle has a popula tion of 
around 530 students with an average class size of l ess than 
20 students.  Lincoln is currently the highest scor ing 
middle school in Eastern Parish, according to stude nt 
performance on standardized test measures.  
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Like Lincoln Middle, Washington High School is loca ted 
in central Eastern Parish, in close proximity to th e city’s 
downtown.  Three core administrators serve the high  school.  
These administrators lead a faculty of 17 general e ducation 
teachers and 23 special education teachers. There a re 
currently 734 students enrolled at the high school with 251 
of them being identified gifted learners.  The stud ent body 
is 66.1 percent African-American, 18.3 percent Cauc asian 
and 7.1 percent of Asian descent.  Traditional high  school 
courses are offered in addition to a curriculum for  the 
academically gifted.  There are three feeder school s to 
Washington High School, 2 of which are magnet sites  for the 
gifted. 
The particular school sites selected were chosen as  
potential sites where potential participants could be 
identified because they are gifted magnet secondary  school 
sites.  They therefore have a significant number of  gifted 
learners and teachers of the gifted.  These school sites 
were therefore ideal for data collection. Following  an 
application for exemption from oversight of the 
Institutional Review Board (IRB) of the university,  a 
letter requesting permission to conduct the study a t the 
school sites was provided to both the school distri ct 
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central office and to the principals of the Lincoln  Middle 
School and Washington High School (Appendix B and C ).   
Once permission was granted from both district 
administration and each building level principal, I  then 
consulted with the building principals in order to 
determine which teachers were eligible for particip ation. 
Next, all qualifying teachers were invited to parti cipate 
in the study.  Once chosen, each individual was pro vided 
with an informed letter of consent (Appendix A).  F inally, 
both the informed letters of consent and IRB forms were 
gathered and kept on file.  
Selection of Participants  
 
The participant pool included all of the teachers 
currently teaching gifted learners at both Lincoln Middle 
School and Washington High School. Using a purposef ul 
sampling method (non-random technique), the researc her 
specified the set qualifiers for participation.  Th e first 
required that participants be reflective of most gi fted 
education teachers nationally in that they had some  
teaching experience prior to working in the gifted setting.  
The next required that participants met the definit ion of 
beginning teacher of the gifted (less than 3 years 
experience in the gifted setting). The final qualif ier was 
that teachers serve in the secondary setting.  As b oth the 
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setting and education received by teachers are stri kingly 
different at elementary and secondary levels, and a s the 
training received by elementary and secondary teach ers 
differs greatly, this research will focus solely on  one 
group in order to create a higher degree of homogen eity 
among participants.   
Once these 3 criteria were met, the true potential 
pool of participants was revealed. More specificall y, seven 
teachers were identified and invited to participate , with 5 
being from Washington High School and 2 from Lincol n Middle 
School.  At this junction, each individual was info rmed of 
the goals and timelines of the study, and each expr essed a 
desire to participate.  Once their interest was con firmed, 
a questionnaire was administered to each of the sev en 
individuals. The ultimate goal of the researcher wa s to use 
a diverse sample of individuals in terms of ethnici ty, age, 
and gender in an attempt to fully explore the expec tations 
and experiences of beginning teachers of the gifted . To 
this end, every teacher identified as being eligibl e to 
participate was invited to do so.    
Research Design 
Phase 1: Screening Process  
As stated earlier, in order to determine the 
participant pool, participants meeting the establis hed 
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criteria were given a questionnaire (Appendix D) to  assess 
3 things: personal background, academic training, a nd 
professional experience. The first section of this 
questionnaire was provided to each potential partic ipant in 
person, whereby they were asked to provide informat ion 
regarding their ethnicity and gender. The second po rtion of 
the questionnaire asked potential participants to p rovide 
insight into their academic training, specifically,  the 
level of education they had and the nature of the 
institutions where that education was received. The  final 
portion of the questionnaire asked potential partic ipates 
to share information regarding their professional 
experience, such as the nature of their teaching ex perience 
(if any), and their history of work with gifted lea rners 
(if any). The questionnaire was used in an attempt to 
include participants from a variety of perspectives , 
mirroring the diversity typically seen in teachers.   
Phase 2: First Individual Interview  
After the seven individuals had been selected and 
formally invited to participate in the study, they were 
each provided with an interview schedule and outlin e of 
what study participation would involve. The first i nterview 
they participated in worked to provide the research er with 
insight into their expectations and experiences as a pre-
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service teacher (See Appendix E). The first individ ual 
interview also allowed participants the opportunity  to 
reflect on the nature and quality of their teacher training 
through responding to open-ended, guiding questions  
(Appendix F). The goal was to allow teacher insight  to 
emerge as the conversation progressed, as well as t o allow 
the direction of the interview to be determined org anically 
(e.g.. as a result of what is produced through the 
dialogue).  The first interview took place the day after 
the questionnaire was administered, during week one  of data 
collection.  During each interview, respondent’s ac counts 
were recorded and probed for further detail and des cription 
as necessary.  
Phase 3: Focus Group Interview  
At this phase in the research, each of the beginnin g 
teachers participating in the study was invited to 
collectively share insight into their expectations as 
beginning teachers of the gifted (Appendix F). This  
occurred six weeks after the first individual inter view.  
Specifically, the teachers were solicited to share specific 
information as to the nature of their expectations of 
various members of their school community (administ rators, 
on-site counselors, on-site coordinators, mentors, 
colleagues, students).  2 focus group interviews we re 
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conducted, one at Lincoln Middle and one at Washing ton 
High. The decision was made to conduct 2 separate 
interviews in an attempt to discover similarities a nd 
differences between school sites, and to ease the b urden of 
travel on participants.  
During the focus groups, the researcher posed 
questions and each participant was provided with th e 
opportunity to respond.  Shank (2002) credits D.L. Morgan 
as pioneering much of the current thinking on the v alue of 
focus group interviewing.  According to Shank (2002 ), this 
particular method is most useful for determining un derlying 
notions in a setting where the experiences of other s can 
work to inform co-participants to greater levels of  
understanding and awareness.  An additional strengt h of the 
focus group interview is it places the participants  in a 
position to lead and guide discussion (Gall, Borg, and 
Gall, 1996), which allows for a unique kind of owne rship 
and honesty.   
Prior to the beginning of the discussion, simple 
guidelines for the discussion were introduced verba lly.  At 
this point, participants were informed that at any point 
during the interview they were able to respond to t he 
question being posed, and to comment on the respons es given 
by other participants. They were also informed that  at the 
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end of the interview session they would be given th e 
opportunity to share concluding thoughts.  The rese archer 
provided lunch in an attempt to create a more relax ed and 
congenial environment. 
Phase 4: Classroom Observations  
After the completion of the focus group interview, the 
participants were asked by the researcher for permi ssion to 
be observed during a regularly scheduled class peri od. The 
observations lasted for approximately 50 minutes an d each 
participant was observed.  Observations were conduc ted 
during week nine of the study.  A chart was created  as a 
tool to monitor observations and impressions (Appen dix J). 
During the observations, descriptive and reflective  notes 
were taken which served as a place to record inform ation 
regarding the physical arrangement of students and 
furniture in the classroom, and teacher and student  
behavior. The purpose of the observations was to be come 
better familiar with participant teaching materials , 
curriculum, lesson design and style. They were also  done in 
an effort to strengthen the rapport between the res earcher 
and the participants. Finally, observations were co nducted 
in order to catalog aspects of the participants tea ching 
experience that might otherwise be overlooked (e.g.  
classroom space, nature of interactions with studen ts). The 
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findings of the classroom observations were incorpo rated 
into the guiding interview questions for the final 
individual interview. 
Phase 5: Final Written Reflection  
At the conclusion of the classroom observations, 
participants were provided with an opportunity to c omplete 
a written reflection in which they were asked to ex press 
their thoughts/reflections on their expectations an d 
experiences as beginning teachers of the gifted (Se e 
Appendix H). The request to write the final reflect ion was 
done both in person and via an email. This included  a 
discussion of their most memorable moment of succes s, as 
well as their biggest challenges as beginning teach ers of 
the gifted. To this end, they were to either bring their 
written reflection to the final interview, or to su bmit it 
electronically. Most participants opted to submit i t in 
person on the day of their second interview.   
Phase 6: Second Series of Individual Interview  
At this phase of the research study, participants w ere 
interviewed individually again. During this last 
conversation, which took place during week 9, parti cipants 
were asked to reflect on their beginning years as a  teacher 
of the gifted and to comment on the effectiveness o f their 
pre-service training and in-service supports. The i nterview 
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guide that was utilized (See Appendix G) asked part icipants 
to comment on the nature of their experiences with their 
administrators (principals), site coordinators, sch ool 
counselors, mentors, colleagues, and students, as w ell as 
with the parents of their students. At the closure of this 
final interview each participant was thanked for th eir 
participation. 
Data Collection and Analysis  
Data for this study was collected over the course o f 
the spring semester during the 2006-2007 school yea r.  Data 
analysis was conducted concurrently in order to det ermine 
when interview-guiding questions needed to be modif ied.  
During phase 1, data collected through the question naires 
was catalogued and analyzed.  Following phases 2, 3 , and 4 
of the data collection, the audiotaped individual 
interviews were transcribed verbatim. The transcrip ts were 
analyzed, and subjected to inductive analysis in or der to 
generate findings.  Additionally, upon submission, each 
individual written reflection was analyzed and subj ected to 
inductive analysis in order to identify whether or not 
relevant findings emerged from them. To this end, t he 
findings from this analysis were used to inform fut ure 
participant interviews. The data collected was firs t 
examined per each case for potential insight (i.e. phase 
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one, participant one) and then per question. Finall y, each 
series of items was examined collectively whereby t he 
researcher was able to uncover the ways in which 
participant responses worked to answer the original  
research questions.  Additionally, every attempt to  gain 
assurances that participant perspectives were not b eing 
oversimplified or overanalyzed was made.  This was done 
through the processes of triangulation and cross-ca se 
analysis.  Using the work of Stake (2006) as a guid ing 
text, the researcher sought out no less than three 
confirmations that key meanings were not being over looked. 
According to Stake, “triangulation has been general ly 
considered the process of using multiple perception s to 
clarify meaning, but it is also verifying the repea tability 
of an observation or interpretation” (Stake, 2006, p. 37). 
With that being said, more evidence than a single q uotation 
or correlation was needed in order to report a conc lusion 
as an assertion. Triangulation therefore occurred h ere 
through the use of more than one research method, a s well 
as the use of more than one participant. Cross-case  
analysis was also conducted once individual case re ports 
were created and reviewed, as a means of generating  study 
findings.  Again, this was done in accordance with the 
recommendation of Stake (2006), “That the main acti vity of 
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cross-case analysis is reading the case reports and  
applying their findings of situated experience to t he 
research questions of the Quintain (study)” (Stake,  2006, 
p.  47).   
Furthermore, all participant responses were analyze d 
with an acceptance of the notion they had been gath ered in 
the attempt to produce a “thick description” of the  
participants’ perspectives.  Gerdes and Conn define insight 
of this nature as allowing for “the reader to deter mine how 
meaningful and/or how relevant or “generalize-able”  the 
research is to them by allowing them to “see” more of the 
context in which the investigation occurred” (Gerde s and 
Conn, 2001, p. 185).  
Limitations of the Study 
As with any research, this study faced a number of 
limitations: four in particular.  The first of thes e 
limitations is that the researcher was only working  with 
teachers in one district versus working with teache rs 
across districts.  This may serve as a potential li mitation 
because in-service supports offered to the particip ants of 
the study are limited to the manner by which that o ne 
district prioritizes and structures its programming , as 
well as the policies that have been established.  T his will 
definitely inform, if not limit, the participant’s 
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perspectives.  One way in which the researcher atte mpted to 
work around this potential limitation was to interv iew 
participants from more than one school site within the 
district.  Nevertheless, the limit the generalizabi lity of 
the study’s findings may be limited to teachers who  are 
from Eastern Parish in Louisiana.  
A second limitation of the study is one of scope in  
that participants in the study were limited to teac hers in 
a secondary setting, which excluded the experiences  of 
elementary teachers.  This may have limited the ran ge of 
teacher responses.  However, the design of the stud y did 
not allow for the avoidance of this limitation.  
A third limitation of this study is that it employe d 
the interview method, which even with a guide was d ifficult 
to standardize. This was due largely to differences  in 
participant responses—namely what they said or in s ome 
cases did not say. Consequently, there were instanc es when 
questions needed to be modified or deleted as a res ult of 
participant reaction. This did create for minor dif ferences 
in participant responses. 
A final limitation is that the methods employed for ced 
each participant to reveal their identity (particul arly 
when participating in the focus group interview), w hich may 
have worked to limit the honesty of their responses . In 
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order to counter this effect, the research attempte d to 
establish rapport with each participant and to clar ify the 
aims of the study (to gain insight and not to evalu ate). 
Study Participants 
The teachers who participated in this study were fr om 
two school sites in Eastern Parish- Washington High  School 
and Lincoln Middle School. Five participants were f rom the 
former: Michael Smith, Laura Stevens, Mitchell From mer, 
Michelle Brody, and Jason Highland, while two were from the 
latter: Adam Douglass, Beverly Lawson. The names of  
participants and school sites are all pseudonyms. O f these 
participants, three teachers taught mathematics, on e 
teacher taught English, one teacher taught science,  and two 
teachers taught history. Furthermore, two had compl eted the 
requirements for gifted certification, while the ot her five 
had not. Of these five, the number of gifted educat ion 












CHAPTER FOUR: RESEARCH FINDINGS 
 
Expectations and Experiences of Beginning Teachers of the 
Gifted 
 
I began this examination with seven beginning teach ers 
of the academically gifted in December 2006 and com pleted 
the study in March 2007.  With the use of a questio nnaire, 
interviews, classroom observations, and participant  written 
reflections, I had a rich source of data for this 
qualitative study. To analyze the data collected I used 
constant triangulation (Stake, 2006), comparative a nalysis 
(Glaser and Strauss, 1967; Goetz and LeCompte, 1984 ) and 
cross-case analysis (Stake, 2006).  As I worked thr ough the 
data, I was careful to keep in mind the findings of  prior 
studies with beginning teachers of the academically  gifted 
which illustrated a national lack of structured men toring 
for beginning teachers of the gifted (Joffe, 2001),  a lack 
of solid teaching strategies for working with the 
academically gifted (Joffe, 2001), feelings of isol ation 
(Pollak, 1996), and reliance on previous teaching 
experiences (Pollak, 1996).  I was able to form the mes 
using the methods of analysis that appeared to be c entral 
to each of the seven beginning teachers of the gift ed. I 
also kept the initial research questions in mind: 
1. What is/was the nature of the expectations  
   that beginning teachers of the gifted have  
   of their: 
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   a. colleagues 
   b. principals 
   c. mentors 
   d. on-site gifted coordinator 
   e.  students 
   f.   students’ families? 
 
2. What is the nature of the experiences of beginni ng  
   teachers of the gifted: 
a. with their colleagues 
b. with their principals 
c. with their mentors 
d. with their on-site coordinator 
e. with their students 
f. with their students’ families? 
 
3. What is the level of satisfaction/ 
   dissatisfaction that beginning teachers of the  
   gifted have of their gifted teacher training  
   programs in terms of level of preparedness   
   provided? What level of   
   satisfaction/dissatisfaction do they have of the ir   
   regular education teacher training program in te rms  
   of the level of preparedness it provided them to   
   teach the gifted?   
 
4. What is the level of satisfaction/dissatisfactio n  
   that beginning teachers of the gifted have of th e  
   in-service support options made available to the m? 
 
In reporting the seven case studies, I use the foll owing 
sections to focus the findings: pre-service trainin g, 
relationships with students and their families, cha llenges 
with curriculum and instruction, professional 
relationships. Professional relationships include f our sub-
categories: relationships with principals, relation ships 
with mentors, relationships with guidance counselor s, and 
relationships with on-site gifted coordinators.  Ea ch case 
examined here will begin with a description of the 
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participants’ personal backgrounds and physical cla ssroom 
space as grounding of this nature is helpful in 
understanding the participants as individuals. This  will be 
followed by a discussion of the findings within fou r broad 
themes. 
Case Study #1: Michael Smith 
 
Michael Smith’s first years working with the gifted  
have taken place at Washington High School, where h e 
teaches gifted advanced mathematics (a combination of 
trigonometry, college level algebra, and pre-calcul us).  A 
married, 30-year-old Caucasian male, Michael was bo rn and 
raised in Georgia.  To date has a bachelor’s degree  in Math 
as well as a master’s degree in Mathematics Educati on.  He 
received his certification to teach regular educati on 
students through graduate study. Upon the completio n of his 
first graduate degree he immediately began a 1-year  student 
teaching internship.  Prior to accepting a position  working 
with the gifted in Louisiana, Michael taught for th ree 
years in the state of Georgia. Over the course of h is 
career, Michael has taught a number of grades and c ourses. 
While not currently certified to teach the gifted ( he plans 
to begin taking the required coursework in the spri ng of 
2007), Michael is certified to teach math in grades  7-12 in 
the state of Louisiana. 
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Pre-Service Education  
In choosing to pursue a career in education, Michae l 
revealed that he had no clear expectations of what he was 
to gain from graduate study (Interview 1: p.3). He was 
hoping, at least, that his graduate program would p repare 
him to be a good teacher. Over the course of his st udies, 
he took two methods courses, one of which focused o n 
teaching strategies, understanding student learning  styles, 
and curriculum design. The other methods course he 
remembered focused on content specific situations. In 
addition to these courses, Michael enrolled in one course 
(a requirement) in exceptionalities, which focused on 
severe disabilities, offering little insight into t he needs 
of gifted learners (Interview 1: p. 5).  He also st ated he 
found his professors to be lacking, particularly on e 
instructor who was a poor teacher-- lecturing from notes 
and talking to the board (Interview 1: p. 6).  Upon  
completion of this coursework, he began a teaching 
internship, which he found to be challenging, large ly 
because his supervising professor had high expectat ions 
while giving a lot of discouraging feedback.  While  he 
found his internship to be a helpful addition to hi s 
preparation for entering the classroom, he did not perceive 
his coursework to have been helpful.  Looking back,  Michael 
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shared he wasn’t expecting much from his graduate e ducation 
and in the end did not get much.  
Description of Classroom  
Michael’s classroom is a sizeable space, filled wit h 
rectangular tables and chairs for student use. Whil e dimly 
lit (due to limited access to natural light), the r oom is 
designed in such a way that students are forced to work in 
tandem with each other. To this end, his decision t o place 
students in such close physical proximity to one an other 
works to add a degree of warmth to the area. The ro om is 
sparsely decorated with only a few inspirational po sters 
breaking the monotony of the drab, white walls. Man y parts 
of the room are in disrepair including the ceiling (which 
is close to disintegration in places), windows and door. 
Challenges with Curriculum and Instruction  
While transitioning from the regular setting to the  
gifted education setting, Michael admitted he has s truggled 
at times with the comprehensive curriculum on a con ceptual 
level. He found the mandates to provide all student s with a 
narrowly dictated curriculum to be in direct confli ct with 
effective instruction for the gifted. Additionally,  he 
revealed he has struggled to plan around the state 
curriculum to the extent that he has made curricula r 
choices, which at times are in contrast with what t he state 
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suggests his lesson plans should be. However, Micha el is 
comfortable with his decisions saying, “You know, i f 
someone comes down on me, then that’s what I’ve got  to 
accept. But you know, those are decisions that I ma ke as a 
teacher.” (Interview 2: p. 3) In his written final 
reflection, Michael poignantly shared his frustrati on: 
It is often difficult to plan interesting and 
motivating activities that relate to the real world  
and have their place in the state curriculum. Tryin g 
to balance the state standards with what I know is 
right for the students is challenging. I would rath er 
spend time planning instruction that will lead to 
great mathematics than following a state mandated 
curriculum for every child in the state that does n ot 
allow for individuality. (Written Entry) 
 
Relationships with Students and Their Families  
Generally, Michael has been satisfied with his time  in 
the gifted classroom. In working with gifted learne rs, he 
discovered:  
I think the misconception is that gifted students a re 
better behaved than traditional…but they still 
misbehave. They’re still teenagers…the rule is that  
they are average behaving, and there are some 
differences, but I think that if you didn’t look at  
anything else, if you just walked into a classroom,  
you might not be able to tell by their behavior who  is 
traditional and who is gifted. (Interview 2: p. 4)  
 
On another note, he seemed to struggle most with th e 
prevalence of gifted underachievement. In working w ith the 
parents of the gifted, Michael has concluded the ma jority 
of the time the parents of the gifted are like any other 
parents. One observation he has made regarding this  
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community of parents is that they are overly concer ned with 
grades rather than effort. Another challenge for hi m is 
assisting parents in becoming, “appropriately invol ved” 
(Interview 2: p. 8). He thought that the creation o f a 
local parent organization geared to parents of the gifted 
would be helpful in the development of a stronger 
relationship between parents and teachers. 
Professional Relationships  
Upon reflecting on his relationships with the 
professional staff of Washington High, Michael disc losed 
that he feels generally supported by his building 
principal, in that he (Michael) feels as though he has been 
treated with respect and integrity. He was especial ly 
pleased with the principal’s willingness to provide  funding 
for students to compete in a mathematics competitio n--this 
showing of generosity and commitment strengthened M ichael. 
He was also quite pleased that his principal assign ed him a 
mentor who had not only mathematics education exper ience, 
but also gifted education experience. It should be noted 
that Michael, like the other participants given men tors, 
was given a mentor because he was a beginning teach er in 
Louisiana and not because he was “new” to the self-
contained gifted setting.  The assignment of a ment or was 
done in accordance with the Louisiana Teacher Assis tance 
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and Assessment Program (LTAAP). Michael has found h is 
relationship with his mentor to be helpful and more  
importantly unique when compared to the experiences  of 
other beginning teachers (who are often assigned me ntors 
from other content areas): 
Well, for other teachers I know you have to choose one 
or 2 teachers out of the whole faculty that are 
certified to do this LATAAP mentor training. So I w as 
lucky to have a math teacher that was certified to do 
LATAAP, but I just think, “What if I wasn’t?” Then I’d 
have to have one person to ask LATAAP questions to and 
you’d have to ask someone else for curriculum 
questions-- if there was someone else. (Interview 2 : 
p. 8) 
 
However, in his final written reflection, Michael n oted 
that one of the moments when he felt least supporte d 
occurred when a parent of a gifted child came in fo r a 
conference.  There was no administrative presence t o 
mediate or provide assistance. He said, “sitting al one in 
that room with the child and the parent, I was outn umbered 
and I felt like I was on trial. I felt like the pri ncipal 
or the guidance counselors should be willing to sit  in the 
room with me…I felt as though the school should hav e a 
representative sit in on some parent conferences … ” 
(Written Entry). This was obviously an experience, which 
has affected his impressions of the administrators with 
whom he works, though generally speaking their prof essional 
relationship has been marked with both highs and lo ws.  
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When asked to examine his relationship with the 
school’s guidance counselors, Michael shared that h e 
generally thought them to be uninformed as to the n eeds of 
the gifted. He said, “well, I have a big issue with  our 
counselors…they should consider ‘this is a gifted s tudent’ 
because there should be differences in how we appro ach 
scheduling” (Interview 2: p. 6). When asked to disc uss his 
relationship with the gifted coordinator, he divulg ed that 
her presence makes him feel supported. Moreover, he  found 
her to be approachable and accessible: 
The gifted office…that’s kind of where the center i s 
for us. It’s hard to say if that wasn’t there, how we 
would act…. We can always go there to work on an IE P 
and we can get some assistance, but the support 
doesn’t stop there you know, it goes past, ‘Well I’ m 
just here to get help with IEPs’ and they could be 
like,  ‘There”.  But all the gifted coordinators, t hey 
were teachers… She knows the issues and sort of 
facilitates issues. (Interview 2: p. 6) 
 
Case Study #2: Laura Stevens 
Like Michael, Laura Stevens also began her career 
working with the academically gifted at Washington High 
School.  Prior to joining the faculty of Washington  High, 
she taught mathematics at the college level.  A 26- year-
old, Caucasian female, Laura was raised in a small town in 
upstate New York. She attended public schools there  and 
upon graduating from high school moved to South Car olina to 
attend the College of Charleston. After two years t here she 
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transferred to Virginia Polytechnic Institute and S tate 
University, where she received an undergraduate deg ree in 
Math and Statistics.  Laura then went on to earn tw o 
master’s degrees from Louisiana State University--o ne in 
Mathematics and one in Mathematics Education.  Thus , Laura 
earned her teaching certification through universit y study 
at the graduate level. Currently, she is certified to teach 
math in grades 6-12 and she has completed the cours ework 
required for gifted certification.  She has not how ever 
completed the required practicum and is instead opt ing to 
waive this certification requirement by teaching fo r three 
years. Over the course of her career Laura has taug ht 
trigonometry, college algebra, and calculus. This i s her 
first year of teaching at the high school level and  she has 
been asked to teach gifted geometry and advanced 
mathematics. 
Pre-Service Education  
Laura completed her teacher education program as a 
member of a Holmes cohort. The Holmes program is st ructured 
such that students complete a full year of graduate  
coursework while simultaneously teaching full time during 
the day under the supervision of an experienced tea cher.  
Since she had prior teaching experience, Laura stat ed she 
found completion of both the coursework and the int ernship 
 76 
to be unhelpful.  Her exact words were that it was a “waste 
of time” (Interview 1: p. 4).  She found the struct ure of 
her study to be “too touchy-feely” (Interview 1: p.  4), 
namely as a result of its reflective nature.  Her g oal, 
however, was to do whatever it took to get certifie d, and 
to this end, the Holmes program was beneficial to h er. On 
another note, she shared she found the texts used t o be 
unimpressive and like Michael found the majority of  her 
professors to be  poor teachers.  Ironically, Laura opted to 
focus her electives on gifted education, placing he r in an 
optimal position for work within the field. 
Description of Classroom  
Laura’s classroom, which is located on the second 
floor of Washington High School, is a diminutive sp ace, 
particularly when compared to some of the other nea rby 
classrooms. It is however a well illuminated room, with 
windows lining one side of it. Her desk is placed a t the 
very front of the room, with all students’ desks al igned in 
a traditional configuration—-in that each of them i s 
organized into orderly rows that face the front of the 
room.  Directly to the left of her desk is a small wooden 
table, on which sits a relatively new computer and printer. 
On the top of her desk rest a few personal pictures  of 
Laura and her fiancée.   
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Challenges with Curriculum and Instruction  
Over the course of our conversations, Laura reveale d a 
few things regarding her transition to the self-con tained 
gifted classroom. Among the most startling was her open 
disclosure of the fact she had never learned how to  design 
curriculum for the gifted (Interview 2: p. 1). She shared 
the needs of the gifted were never covered in any o f the 
education courses she took prior to working on her gifted 
certification and even then she could not remember 
receiving explicit instruction on effective curricu lum 
design.  
Relationships with Students and Their Families  
Regarding the students she serves, Laura was able t o 
share with great enthusiasm her positive impression s of 
them. “I really kind of work with the best kids in the 
school that are really pretty motivated and good.” 
(Interview 2: p.2) Moreover, she finds their behavi or to be 
on par with other students their age, though she th inks her 
students to be more respectful than most other stud ents.  
Nevertheless, she did note that at times their “laz iness” 
is frustrating. She often expects them to be more c ommitted 
and consistent students than they can be.  Her impr essions 
of the parents of the gifted, however, were not qui te so 
glowing: 
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These parents are horrible! I mean, how else can yo u 
describe them? I mean, truly they are cruel. They 
think, I mean every gifted parent that I have come 
across thinks that their kid is a perfect angel, 
brilliant, and I have to be an idiot not to see how  
brilliant they are! I mean truly! It’s insane… but I 
mean the majority of these parents are disillusione d. 
(Interview 2: p. 5) 
 
In her opinion, too many parents of the gifted are 
misinformed regarding the purpose of gifted educati on which 
Laura views as being to enrich and challenge. A num ber of 
negative experiences with parents have clearly jade d her 
view of them.  
Professional Relationships  
Generally, Laura has been made to feel supported by  
the administrative staff at Washington High School,  though 
she was never assigned an official mentor. Showings  of 
their support are evidenced, in her estimation, by the 
district office’s offer to fund her travel to the N AGC 
Annual Convention (though as of April 2007 she had still 
not been fully reimbursed for the convention she at tended 
in November of 2006). At one point, Laura stated sh e feels, 
“like I’ve been given a lot of support. Like last y ear, I 
came here and a lot of parents were calling and say ing that 
the class was too hard, but they (the administrativ e staff) 
were really supportive. And now they are even more 
supportive this year.” (Focus Group Interview: p. 4 ) She 
also perceived the principal’s willingness to fund the 
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purchasing of new textbooks as being supportive (th ough she 
also revealed the frustration she felt when it took  three 
months of calling the school board, bothering the b uilding 
principal and assistant principal in order to get t he 
books). In her own words, “As far as the gifted goe s, he’s 
[the principal is] ok.” (Interview 2: p. 3) However , she 
did not feel so well supported in her first year, 
asserting: 
 It was my first year last year, and I thought they   
kind of throw a lot at you. And you know, for me it  
was the classes and the planning, and then having t o 
do the IEPs. I mean, it was a lot to begin with and  
then you’ve got the IEPs and all the giftedness to 
deal with. Maybe just cut me some slack and maybe g ive 
me an IEP or 2 less, you know, on top of all the st uff 
to do.” (Focus Group Interview: p. 11) 
 
Without a doubt, during her first year as a teacher  of the 
gifted, Laura felt like many of the other participa nts-- 
overworked and overwhelmed.  
As far as the guidance counselors go, Laura was dir ect 
with her sentiment-- “They’re idiots.” (Interview 2 : p. 4) 
She found the counselors to do a poor job of schedu ling 
students, and a poor job of helping students in the ir 
preparation for college.  Finally, Laura made it cl ear she 
perceives one role of the counselor to be a provide r of 
emotional support-- a role in which she thinks the 
counselors currently fail.  She recognizes gifted s tudents 
at Washington High are typical of many gifted stude nts in 
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that “… they deal with typical gifted stuff and I t hink 
that they can be isolated-- all those things that y ou learn 
about.” (Interview 2: p. 4) And while Laura has fou nd the 
gifted coordinator to be helpful (particularly with  the 
writing of IEPs), the coordinator is also too overw helmed 
with responsibilities to adequately address the iss ues that 
students face.  Laura suggested the school administ ration 
address these dilemmas by hiring a counselor whose job 
would be to tend solely to the needs of the gifted 
population at Washington, an idea the administrativ e staff 
is currently exploring.  
Case Study #3: Michelle Brody 
Michelle Brody is a native of New Orleans and a 
survivor of Hurricane Katrina. A 59-year-old Caucas ian 
female, Michelle is married and the mother of 2 boy s.  
After graduating from a Catholic high school in New  
Orleans, Michelle attended the University of New Or leans 
where she received a bachelor’s degree in English 
Literature. After graduation, she taught for a numb er of 
years on a temporary certificate before going on to  earn a 
Master’s degree in Education from Ursuline College.  Thus, 
university training was her path to 7-12 English 
certification, though she was able to waive the stu dent 
teaching requirement as she had already had full-ti me 
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teaching experience. In total, Michelle has 27 year s of 
teaching experience having taught for a number of y ears in 
both private and public schools in New Orleans. Ove r the 
course of her career she has taught English in grad es 6-12 
including Advanced Placement English. She has been teaching 
the academically gifted English for one full year a nd while 
not currently certified to do so, she plans to begi n the 
necessary coursework on-line in the spring of 2007.    
Pre-Service Education  
Michelle had a good deal of difficulty in recalling  
her pre-service education as she has been working a s a 
classroom teacher for a considerable length of time .  She 
did remember having had taken a number of general 
methodology courses of which none addressed the nee ds of 
the academically gifted.  Her first education profe ssors 
focused on “practical knowledge” (Interview 1: p. 2 ), 
specifically on discipline and motivation.  She sha red that 
her professors were like professors anywhere: some were 
good while others made you wonder whether or not th ey had 
ever taught at all (Interview 1: p. 2). 
Description of Classroom  
Michelle’s classroom is a cramped, warm space with 
limited airflow and a generous amount of natural li ght 
(which floods in through a wall of windows). Her de sk is 
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placed at the front of the room in the right hand c orner 
while the desks used for students are placed in row s facing 
the front of the room. Michelle has access to one c loset 
and a thin, wooden podium (which is placed in the c enter of 
the room at the front). Behind the podium is a trad itional 
chalkboard and white projector screen. To the left of the 
podium is a dusty overhead projector.  Due to the l imited 
physical space, students sit in close proximity to one 
another and their school bags and personal possessi ons 
litter the floor. On the walls, above the heads of her 
students, are examples of their work.   
Professional Relationships  
In most regards, Michelle is satisfied with the lev el 
of support she has received from the administrative  staff 
at Washington High School. She disclosed a particul ar 
instance where she had forgotten to adhere strictly  to the 
state mandated curriculum and testing schedule and news had 
gotten back to her building principal.  She admitte d to 
being largely unconcerned with explicit test prepar ation 
for her gifted students and that she should have be en doing 
a more efficient job of grading and returning their  
assessments. However, when called in to speak with the 
principal, the principal responded calmly and provi ded her 
with comfort.  She credits this experience positive ly, 
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noting her relationship with her building principal  as 
being especially helpful. 
Despite her satisfaction with the handling of this 
incident, Michelle was disappointed that she did no t 
receive a mentor as she felt she would have benefit ed 
greatly from receiving on-going assistance from a t eacher 
with experience in the self-contained gifted settin g. At 
one point, Michelle admitted, “I think I wasn’t giv en one 
because I’m so old. And they probably just assumed that I 
didn’t need anybody.” (Focus Group Interview: p.6)  She was 
disappointed there was no mentor provided in that s he 
wanted “someone to hold my hand” (Interview 2: p. 4 ). 
Additionally, she felt disconnected from the school  
counselors in that both she and the students had li ttle 
interaction with them.  In her opinion the counselo rs did 
not provide her with any insight and they also fail ed to 
assist the gifted students with planning for gradua tion and 
college.  
Michelle was also displeased with the work of the 
gifted coordinator as she failed to offer enough on e-on-one 
support. The IEP was a particularly difficult thing  for 
Michelle to conquer. According to her, “it took me a while 
to understand just the whole process of why you are  doing 
and when. And when this thing was due, and when tha t thing 
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was due. To me she didn’t do a good job of explaini ng it 
and I became a burden because I had to ask question s too 
frequently.”(Interview 2: p. 5) Consequently, the I EP 
process overwhelmed Michelle, and her feelings of i solation 
worked to fuel her frustration.  She attributed her  
struggle with this document to 2 things: the absenc e of a 
mentor and a lack of support from the gifted coordi nator. 
Relationships with Students and Their Families  
Only in her second year of working with the gifted,  
Michelle was open in her discussion of the challeng es she’s 
faced. One such challenge is adapting to the nature  of the 
gifted learner. Michelle informed me that she has s truggled 
with capturing the interest of gifted students.  Sh e has 
also struggled with underachievement, saying, “I ha ve some 
that are supposedly off the charts with brain power , but 
don’t want to do anything—nothing … The biggest, th e 
biggest thing is getting the ones involved that are …lazy 
and accustomed to not doing.”(Interview 2: p. 3) Sh e 
attributed their “laziness” to the curriculum in th e lower 
grades largely.  
On another note, Michelle found the parents of the 
gifted students in her charge to be supportive and 
interested in the lives of their children. Moreover , she 
found them to be involved and curious to know what was 
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going on in the classroom. In her opinion the paren ts of 
the gifted look to receive regular updates from tea chers-- 
a request she finds to be reasonable. 
Challenges with Curriculum and Instruction  
Michelle revealed she received little by way of 
instruction in effective curriculum and instruction  for the 
gifted:  
When they hired me they said ‘take them from where 
they are and just go’. That was the directive … I 
guess because I taught for 27 years they just expec ted 
that I was going to be able to interpret everything . I 
wish that we would have had a small meeting, even i f 
it would have been one on one... And that would hav e 
been the gifted people talking to me and saying, ‘H ey, 
we know you’re new at this and you haven’t gotten y our 
certification yet, here’s some projects or things t hat 
we do that are legitimate and that work.’ But I 
didn’t-- I’ve had to come up with my own (Interview  2: 
p. 2).  
 
Michelle shared the only experience she had previou sly with 
students of above average performance was when she was 
teaching an AP English course, and she has conclude d the 
administrative staff and faculty at Washington High  School 
assumed that because she had such extensive experie nce as a 
regular education teacher, that the transition to t he 
gifted classroom would be without incident. This wa s not 
the case in that Michelle felt the challenges she h as faced 
in her second year as a beginning teacher of the gi fted are 
the same challenges she faced in her first year as a 
teacher of the gifted.  
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Case Study #4: Jason Highland 
Jason, a 41-year-old, Caucasian male, is originally  
from a suburb of Chicago. Married for 3 years, he i s the 
father of one son.  After graduating from public sc hools, 
he attended Illinois State University where he earn ed a 
bachelor’s degree in History and Social Science Edu cation, 
a Master’s degree in American History, and gifted 
certification as a part of an Educational Specialis t 
degree. He decided to relocate to Louisiana as a re sult of 
a job offer, and after moving completed a second Ma ster’s 
degree in Library and Information Sciences at Louis iana 
State University. In total, he has 16 years of expe rience 
teaching regular education students, and one full y ear of 
experience working with the academically gifted. Ov er the 
course of his career he has taught a number of cour ses, 
including AP history, civics, free enterprise, AP 
psychology, and sociology. He is currently certifie d to 
teach both secondary social studies and the academi cally 
gifted.  He fulfilled the requirements for regular 
education certification through university study an d unlike 
the other participants, was certified to teach the 
academically gifted prior to being placed in the gi fted 
classroom. He currently teaches gifted world geogra phy to 
9th  grade students. 
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Pre-Service Education  
Jason, a man inspired to enter the field of educati on 
by one of his 7 th  grade teachers, is the first person in his 
family to go to college. In deciding to study educa tion, he 
admitted he was not expecting much, and that was pr ecisely 
what he feels he received (Interview 1: p. 2).  Gen erally, 
however, he is pleased with his graduate programmin g. He 
had no specific expectations of his textbooks and i n fact 
found them to be sufficient.  As to his professors,  he 
found them to be both bright and caring while not b eing too 
involved. As he confirmed, this particular blend wa s 
exactly to his liking (Interview 1: p. 3).   
Description of Classroom  
Jason’s classroom is a dark, clammy place located o n 
the first floor of Washington High. Even when all t he 
overhead lights are on, the room still appears diml y lit. 
There are two chalkboards in the room; one is locat ed along 
the side of the rather long room. In front of this 
chalkboard is Jason’s desk, which has been placed r ather 
inconspicuously out of the line of vision of the st udents. 
Its placement reveals it functions primarily as a p iece of 
furniture and not a resting spot for a weary teache r. The 
desk is wooden, of average size and is further redu ced by 
the piles of papers and books that cover it. To the  left of 
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his desk are two filing cabinets and a bookshelf. T he other 
chalkboard is located at the front of the room and is 
covered in chalk dust. In front of this second chal kboard 
are a projector screen, a transparency machine and a cart. 
The room itself is quite spacious with a good bit o f room 
available for students. Additionally, there are two  well-
used, oversized chairs in the room which students a re 
welcome to use. Finally, there are also a number of  
traditional desks (somewhere near 25), placed in ro ws, 
facing the projector screen and primary chalkboard.  
Challenges with Curriculum and Instruction  
Jason reported feeling a sufficient level of comfor t 
in providing effective curriculum and instruction t o gifted 
learners. He attributed this in large part to the 
university study he pursued prior to being assigned  gifted 
World Geography classes at Washington High School.  In 
reflecting on his placement, Jason shared, “I had s tudied 
[the gifted], knew a little about what they were li ke… and 
so I was curious to see what they were really like.  I felt 
prepared” (Interview 1: p. 4).  The choice to compl ete his 
certification prior to being placed in the gifted s elf-
contained setting clearly worked to the advantage o f both 
Jason and his students.  That said, Jason has found  the 
greatest challenge of being a beginning teacher of the 
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gifted as, “following the comprehensive curriculum”  
(Written Entry).  While he did not elaborate, he di d go on 
to say the gifted should be allowed to “do gifted” (Written 
Entry). 
Relationships With Students and Their Families  
In reflecting upon his relationships with the stude nts 
and families he teaches, Jason shared he found the children 
he teaches and their parents to be a diverse group.   When 
discussing the students in particular, Jason disclo sed he 
often found them to generally struggle with account ability 
for their grades and performance. However, he attri buted 
this more to their developmental age (emotionally a nd 
physiologically) than to their gifted identificatio n. Jason 
also shared his thoughts on the heightened sense of  
security the students with whom he works feel. More  
specifically, he noted that in comparison with the 
traditional population, the gifted students at Wash ington 
High, “… kind of know the system-- they know somebo dy’s got 
their back. Usually there are parents or they know that 
there’s an escape hatch” (Interview 2: p.7).  He de scribed 
this sensation of an ever-present security blanket as a 
hindrance to the development of their sense of soci al, 
emotional, and academic independence. Finally, he d ivulged 
that many of the parents with whom he works are, “… still 
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caught up in that old system. And they say, ‘Well, that’s 
not really what gifted is about’ (Interview 2: p. 8 ).  The 
“old system” that Jason is referring to is the syst em of 
focusing on grades rather than progress and product .  In 
Jason’s view, gifted education is about, “taking yo u where 
you want to go … they just think their kids will be  doing a 
few more projects. But I’m like, ‘I don’t want a cr appy 
poster’” (Interview 2: p. 8).  In his view, he want s to see 
evidence of substantial thought--the abstract--a co ncept he 
feels too many parents struggle with due to a lack of 
knowledge regarding the nature of their children an d the 
workings of meaningful gifted education. 
Professional Relationships  
Jason has concluded that there exists a sizeable 
disconnect between the building principals, counsel ors and 
teachers of the gifted at the high school.  There a re a 
number of factors that have contributed to his find ing. 
Among these factors is that he finds no one willing  to 
accept accountability for miscommunications or area s that 
need improvement. Additionally, Jason thinks his pr incipals 
to be largely uninformed of the needs of the gifted . 
Moreover, he shared he never goes to them for insig ht into 
the gifted students he teaches, instead relying onl y on 
himself and the research he can conduct for informa tion. He 
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attributes his desire to be a seeker of knowledge r ather 
than a passive receiver as part of personality. Thi s 
insight explains why Jason enjoys not having been p rovided 
a mentor, though he thinks mentors might be meaning ful for 
individuals who request them.  
On another yet related note, Jason finds the school  
counselors at Washington High School to be largely 
inaccessible and therefore unable and uninterested in 
meeting the needs of the gifted population. Jason w as firm 
when suggesting there should be a gifted counselor at the 
high school whose dedicated role would be to meet t he needs 
of teachers of the gifted, gifted students, and the  
families of gifted students.  This person would wor k in 
collaboration with the current gifted coordinator w ho Jason 
finds to be willing to fight for the causes that mo st 
closely affect the lives of gifted teachers.  He fo und his 
current coordinator to be both accountable and acce ssible--
two traits Jason obviously finds invaluable in staf f who 
work as resources and supports. Finally, during the  focus 
group interview, Jason was sure to highlight what h e 
perceived as an inaccuracy in his colleagues’ impre ssions 
of administration, “I think you guys may be mistaki ng 
support for just staying out of the way” (Focus Gro up 
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Interview: p. 5), a pattern that has caused him to feel 
disgruntled. 
Case Study #5: Adam Douglass 
Adam, a 43-year-old Caucasian male, is English by 
descent, though he is both Irish and American by 
citizenship.  Born in Greece, he was raised in a nu mber of 
countries--from Kabul, Afghanistan, to Nairobi, Ken ya. Adam 
spent most of his school age years in England, atte nding 
either English public schools.  He received a bache lor’s 
degree in Accounting from a British university and then 
worked for a few years as a consultant and business  
trainer. Soon after, he left the private sector to begin a 
Master’s degree program in Education at the Univers ity of 
Anglia in Norwich, England.  To date, he has 13 yea rs of 
teaching experience having taught in England, Austr ia, 
France, and America in both private and public scho ols.  
While certified to teach social studies in England,  Adam is 
currently working to complete Louisiana certificati ons in 
social studies and French (which means passing the Praxis 
tests).  Additionally, he has just completed his fi rst 
semester of gifted education coursework at Louisian a State 
University in the Department of Educational Theory,  Policy, 
and Practice.  Professionally, he is in his first y ear of 
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work with the academically gifted where he has been  asked 
to teach gifted 7 th  grade World Geography. 
Pre-Service Education  
In deciding to pursue a master’s degree in Educatio n, 
Adam was hoping for a reasonable amount of practica l 
knowledge and a minimal amount of theory, which is exactly 
what he received.  Ideally, he was hoping to learn how to 
establish control in his regular education classroo m and 
then how to teach. In retrospect, he seemed pleased  with 
his graduate experience.  He found his professors t o be of 
mixed ability with some being strong teachers and o thers 
who were not so good.  In his opinion, one strength  of the 
British education system is that the students are 
heterogeneously grouped.  As a result, most profess ors aim 
to prepare beginning teachers to work with the wide  
spectrum of students who may be put under their cha rge.  To 
this end, he did recall some discussion as to the n eeds of 
academically advanced learners.  Upon arriving in A merica 
he sought additional training and hoped his profess ors at 
Louisiana State University would provide him with m ore 
practical strategies for the classroom. However, th is 
desire went unfulfilled. While they were solid teac hers 
(they were able to assist him in becoming familiar with the 
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American structure for service delivery), the texts  
selected for use were “dry”. 
Description of Classroom  
Adam’s classroom, while equipped with its own water  
fountain and bathroom, is separated from other clas srooms 
at Lincoln Middle--primarily because it is located in a 
trailer.  He shares the space with another teacher though a 
flimsy wall separates their rooms. Adam’s room is a ctually 
quite bright as each wall is one of windows. The wh ite, 
vinyl walls are without decoration for the most par t, but 
the space is put to good use. Student desks face th e front 
of the room providing each student with an unobstru cted 
view of the white board and projector screen. Along  one 
wall of the space are five newer computers, all of which 
are available for student use. In the back corner o f the 
room is Adam’s desk where his computer and printer are 
located.  
Challenges with Curriculum and Instruction  
Having recently moved to the United States, Adam wa s 
largely unfamiliar with gifted education, as Englan d had 
not yet adopted the gifted designation when he left .  
Despite this, however, he thought his transition to  the 
self-contained gifted setting was smooth, largely b ecause 
he felt his education and experience in the United Kingdom 
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included a solid sampling of student abilities. Tha t said, 
he was excited to discover he would be working with  the 
gifted as he finds the curriculum to have the poten tial to 
be much more open-ended than traditional curriculum s. 
However, he has come to discover, “… the curriculum  guide 
does make it difficult to teach the gifted what the y need 
to know. The idea of having to all be on the same p age at 
the same time is quite problematic for them, in ter ms of 
meeting their needs”(Interview 1:p. 7).  He wanted to 
discuss this further in subsequent interviews, shar ing that 
his lessons for the gifted have been: 
“… constricted a little… it means we spend more tim e 
on the test and less on higher skills because they 
know they aren’t going to be tested on the higher 
skills on this test, they’ll be tested on whether t hey 
remember” (Interview 2: p. 1).  
 
Interestingly, figuring out how to solve the percei ved 
conflict of teaching to the comprehensive curriculu m and 
meeting the needs of his gifted students has been o ne of 
the greatest challenges Adam has faced as a beginni ng 
teacher of the gifted.  He went on to share, “what’ s 
disturbing about it is that the level is too high f or the 
average child, and yet insufficiently challenging f or the 
gifted” (Interview 2: p. 3).  Additionally, Adam ha s also 
had difficulty justifying the number of tests his s tudents 
are forced to take as a result of the comprehensive  
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curriculum disclosing, “Our kids had 60 tests befor e their 
LEAP. Which may assist the traditional, but I can’t  think 
of anyone on the theoretical side of gifted educati on who 
would support this and yet they had to do it becaus e there 
is no fight”(Interview 2: p. 6).  In asserting that  “there 
is no fight”, Adam was revealing he feels unsupport ed and 
powerless as a teacher of the gifted on the state l evel. He 
made it clear that ideally the needs of the gifted need to 
be clearly delineated from the needs of the traditi onal 
population: 
So rather than a directive coming out saying that a ll 
GLEs should be up on the board, maybe for gifted 
teachers there could be a higher level thinking ski ll 
involved in every class. That would be appropriate 
(Interview 2: p. 7). 
 
In summary, he has found state mandates on educatio n, 
particularly those affecting curriculum and instruc tion to 
be entirely too restrictive on both his teaching st yle and 
curriculum design.  Clearly, Adam was not prepared to 
confront an obstacle of this nature as a beginning teacher 
of the gifted.  
Relationships with Students and Their Families  
Adam has not had to overcome any significant 
challenges in building and maintaining relationship s with 
the students he teaches. He prides himself on his 
commitment to being honest with them and on recogni zing, 
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“they need to be the experts too” (Interview 2: p. 3).  
Clearly, Adam was able to enter the classroom with the 
level of humility and flexibility necessary to meet  the 
nature and needs of gifted learners.  For the most part he 
has seen these same traits, those of flexibility an d 
humility in the parents of the gifted with whom he works—
though he has found a small minority of parents to be, 
“very concerned about grades and achievement and on  making 
sure that all the blame was somewhere else, but not  on 
their little darlings” (Focus Group Interview: p. 9 ).  
Professional Relationships  
One benefit to being a teacher at Lincoln Middle in  
Adam’s view is the support he has been given by his  
colleagues. In addition to having been provided a m entor 
through LTAAP (his mentor is a teacher who has expe rience 
teaching both history and the gifted), Adam has fou nd the 
faculty to be open and welcoming. In his final writ ten 
reflection, he shared he felt especially supported as a 
result of the gracious nature of fellow teachers of  the 
gifted saying he was glad he arrived to find severa l 
assignments that were tried and tested that he coul d use 
(Written Entry).  He has also found the administrat ive 
staff to be helpful and hard  working. In reflecting on the 
gifted coordinator in particular, Adam said, “she t akes 
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problems away from other people and deals with them ” 
(Interview 2: p. 4).  He was satisfied with the lev el of 
supervision and guidance he receives from her.  Mor eover, 
he has found her to be willing to give both assista nce and 
guidance, especially regarding the IEP process.  
Despite the support he has found in curriculum desi gn 
and IEP writing, Adam did express a desire to be pr ovided 
more time for lesson planning from his building pri ncipal 
(Written Entry).  In fact, he has found the amount of 
paperwork he is responsible for to interfere with h is 
ability to complete his lesson planning saying, “th e idea 
of teachers doing IEPs-- administrators should be d oing 
that, because for me to write science objectives … I’m 
writing objectives for a subject that I don’t under stand, 
for a kid that’s going to be taught by somebody els e” 
(Focus Group Interview: p. 7).  Adam has struggled to not 
only adjust to the mandate to write IEPs for studen ts on 
his caseload, but also to accept responsibility for  matters 
(such as curriculum) of which he is unaware.  
Finally, Adam, while largely pleased with the suppo rt 
provided by the other members of the faculty, was v ocal 
about his desire to work in closer collaboration wi th his 
mentor. In describing his ideal, he expressed a des ire to 
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have dedicated time to work in collaboration with h is 
assigned mentor:  
 “I’d want one period, um … if you’re given one ext ra  
period, say every 2 days, where you are observed by  a 
mentor, or observe a mentor, and if you could just 
time the thing where you share a common period and can 
work together with flexibility-- where let’s say yo u 
could say, ‘Let’s not meet today’ or ‘Come and obse rve 
me tomorrow’” (Focus Group Interview: p. 6). 
 
He had obviously given some thought to how the curr ent 
system could be improved.  
Case Study #6: Beverly Lawson 
Beverly is a 49-year-old, Caucasian female, from a 
small town just outside the city of New Orleans.  M arried 
for 29 years and the mother of three children, Beve rly is 
the first person in her family to graduate from col lege. 
After attending public schools, Beverly went on to attend 
Louisiana State University, receiving an undergradu ate 
degree in Elementary Education, and a Master’s degr ee in 
Educational Administration.  She has 25 years of te aching 
experience, having taught in both private and publi c 
schools.  She is currently in her first year of wor k with 
the academically gifted, teaching sixth grade gifte d 
science.  While certified to teach in grades K-6, B everly 
is not certified to teach the gifted.  However, she  is 
working on beginning her coursework for certificati on in 
 100  
the spring of 2007.  She is also simultaneously see king 
employment as a school administrator.  
Pre-Service Education  
Beverly distinctly remembered always wanting to be a 
teacher. Like Michelle, however, she had a bit of 
difficulty recalling her undergraduate courses in 
education. While she could not recall with any grea t detail 
the classes she completed, she did remember enjoyin g her 
professors on a personal level.  Beverly also refle cted 
fondly on the materials she was provided and the me thods 
she was taught. Despite this, she did not recall an y 
mention of gifted education during her study (Inter view 1: 
p. 5). Instead, the buzzword during that period in 
education was “mainstreaming”, a notion, which in h er 
recollection, discouraged the acknowledgement of 
difference.  Upon entering her program in elementar y 
education, she was hoping to gain knowledge of spec ific 
techniques and strategies that could be practically  
applied. Beverly was also “seeking content specific  ideas” 
(Interview 1: p. 4).  In her opinion, she received a great 
introduction to the field of education and conseque ntly her 
needs were met.  However, she added, “nothing prepa res a 
teacher for teaching but teaching-not even student 
teaching”, a statement with even more relevance in her 
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opinion, when used to describe the instruction of t he 
academically gifted.  
Description of Classroom  
Beverly’s classroom is located at the end of a long  
hallway on the first floor of Lincoln Middle. Her r oom, a 
spacious lab, is placed in close proximity to other  members 
of her grade level team.  The room has two spaces f or 
student use, one dedicated to student desks and ano ther, 
dedicated to lab exploration. The walls of Beverly’ s room 
are covered with a number of items-- scientific cha rts, 
student work and even Bloom’s Taxonomy. The room ap pears to 
have been designed by a person who is both a teache r and a 
student, a duality of roles that clearly reflects t he 
individual who decorated it.  
Challenges with Curriculum and Instruction  
As an experienced educator, Beverly felt comfortabl e 
transitioning to the self-contained gifted classroo m. In 
fact, she was ecstatic, recalling : 
“I felt good about it [accepting a position to teac h 
the gifted]. Because I felt that the last 16 years had 
prepared me for it, working with kids that were 
average and above average … I felt confident about 
doing it. I knew that it would be a challenge, you 
know, because it was a special program in itself” 
(Interview 1: p. 5). 
 
When designing curriculum for her gifted classes, s he 
frequently consults the comprehensive curriculum as  she 
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finds it sufficiently covers the needs of all.  In fact, 
she did not find it to negatively affect what she d id with 
her gifted students at all (Interview 2: p. 1).  Th e 
comprehensive curriculum is of particular importanc e to 
Beverly since prior to accepting the position at Li ncoln 
Middle, she had received very little consultation o n how to 
meet the needs of the gifted, humbly admitting, “no body 
taught me that” (Interview 2: p. 2).  She is theref ore able 
to use the comprehensive curriculum as a guide for her 
curriculum design. She specifically mentioned an in ability 
to differentiate instruction for the gifted as bein g of 
concern.  Despite the structure the document provid es her, 
she has had difficulty finding, “how to make it fit  … You 
know, it’s a balancing act because I cover one text book and 
half of another, and so staying within those guidel ines and 
the needs and requirements of the comprehensive cur riculum 
make it hard. It’s hard”(Interview 2:p. 3).  The ma in 
reason why Beverly feels pressure regarding impleme ntation 
of the comprehensive curriculum is because Lincoln Middle 
School has modified the course curriculums in gifte d 
classes to allow for acceleration. This choice has made it 
so that comprehensive curriculums for more than one  grade 
are covered within one academic year. As was the ca se with 
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Adam, these challenges are trying for a beginning t eacher 
of the gifted.  
Relationships with Students and Their Families  
While Beverly has thoroughly enjoyed this first yea r 
of work with gifted learners, she has not found the  
children to be without their idiosyncrasies. One 
observation Beverly has made regarding their academ ic style 
is that, “they [the students] get the big picture, but they 
hyper-analyze everything” (Interview 2: p. 3).  As to their 
social and emotional needs, Beverly expressed some concern 
regarding the ways in which students interact with one 
another, “You know, they’ve missed the social norms , some 
of them … But it’s not that they’re really quite ru de, they 
just haven’t been shown how to consider [manners] a s being 
important. It’s as if that’s secondary to what real ly needs 
to be done” (Interview 2: p. 4).  In her brief expe rience, 
Beverly has concluded their lack of knowledge regar ding 
etiquette  does affect how they interact with others: 
 Not to say that gifted kids are perfect. It’s not to  
say that, but they are so focused and motivated on 
learning that the socializing is kind of secondary to 
them. You know? So they tend to follow along and do  
whatever (Interview 2: p. 4). 
 
At times, she has found their desire to fit in with  others 
to be a contributing factor to misbehavior, an issu e that 
is to be expected considering their unique position  in 
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relation to their traditional peers. She has found that in 
other cases, students misbehave because they have n ot been 
assigned to courses appropriate for their skill lev el-- a 
problem that in her view could be curbed with more careful 
placement of students. 
 On a related note, Beverly has thankfully been abl e to 
establish a positive rapport with the parents of he r 
students.  Likewise, she has found them to be suppo rtive 
and interested in the lives of their children shari ng, “our 
parents have been pretty wonderful. They, well, I h ave 
found, that as long as you give them lots of inform ation, 
in whatever form-- they leave you alone” (Interview  2: 
p.8).  While Beverly is not necessarily looking to have 
complete autonomy, she is looking to develop health y 
partnerships by which her expertise is respected. 
Furthermore, she has concluded that while parents o f the 
gifted typically demand much, they also tend to be flexible 
and agreeable. 
Professional Relationships  
Beverly’s most significant resource for gifted 
education are her colleagues in the science departm ent. In 
the event she has a question or concern, she consul ts with 
them first.  More specifically, she feels very well  
supported by her administrators, “they’ve been wond erful to 
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me. They have accepted me... they just dropped me o ff right 
here and said, ‘You just do your thing. We support you’” 
(Interview 2: p.5).  Despite this, Beverly did disc uss a 
need for more opportunities to establish connection s with 
other educators and to gain expertise. An obviously  
dedicated professional, she said: 
Um, I would love to actually improve myself beyond 
just taking this class on-line. I’d like to go to 
conventions where I and other gifted teachers are 
there, so I could network and go to workshops, so I  
could attend content area stuff, like a workshop on  
gifted physical science.” (Interview 2: p.5) 
 
Full of ideas, Beverly went on to reveal she would benefit 
from receiving regular support regarding the gifted  classes 
she teaches, “I wish I could meet once a month. We’ re 
supposed to be meeting with other gifted teachers a t our 
level- but it never happens” (Interview 2: p. 5).  Perhaps 
her desire for established meetings would be non-ex istent 
had she been provided a formal mentor; however, due  to her 
teaching experience, Beverly was never given one. I nstead, 
she was assigned to be a mentor to a first year tea cher-- a 
novice teacher who just received her undergraduate degree 
and has no prior teaching experience.  
Despite the support she has been given, Beverly is 
still adjusting to the task of IEP writing. In fact , in her 
final written reflection, she revealed the preparat ion of 
this document was the most significant challenge. “ The most 
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difficult aspect of being a beginning teacher of th e gifted 
is the arduous IEP writing process … I don’t feel a s though 
I do a very good job of writing a IEP” (Written Ent ry).  
Perhaps her struggle can be attributed to the fact that she 
was left to her own devices to figure out its impor tance 
and design: 
I guess it was just thrown at me like, ‘Do this, do  
this, do this.’ Nobody really sat me down and said,  
‘This is how you do this’ and ‘This is the reason t o 
do it’ and ‘This is a good way to do it’ … I mean I  
really was kind of left on my own and that’s okay, 
because I can learn that way, too. But I don’t thin k 
they did a very good job of explaining in the very 
beginning as far as the IEP [is concerned] (Intervi ew 
2: p. 6). 
 
Consequently, Beverly is convinced she does not wri te the 
document correctly and nor do many of the other tea chers in 
the building. In fact, she has concluded that the b eginning 
teacher of the gifted that she mentors is strugglin g as 
well: 
Because I know that I am not alone in it, because m y 
little partner next door-- and I’m mentoring her an d 
she’s younger, smarter and she’s caught on quicker 
thank goodness-- but she was in the same boat that I 
was in. Neither of us had written IEPs before 
(Interview 2: p. 6). 
 
While the gifted coordinator was committed to assis ting 
when able, Beverly was still expecting to receive y et more 
intense guidance, “maybe she could hold our hands m ore--the 
brand new people to the gifted program” (Interview 2: p. 
7).  Moreover, she has felt more or less abandoned,  “I 
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mean, she’ll say that she’ll help you out, but she’ s not 
available … you can’t find her” (Focus Group Interv iew: p. 
8).  In fact, Beverly was frank in sharing that she  does 
not thinking that writing the IEP should be the 
responsibility of the beginning teacher of the gift ed: 
We shouldn’t be doing them. I would like to have  
input. I would like to contribute to them, but I do n’t 
think that I should be the author of them … It’s to o 
important, and it’s too much of a legal document, a nd 
too legally important for me to be the author of it . I 
should have input, but I should not be the author 
especially because me being a new gifted teacher. 
That’s putting a lot of responsibility in my hands 
(Focus Group Interview: p. 10). 
 
Her difficulties with the IEP process have truly ha d a 
negative impact on her experience as a beginning te acher.   
Beverly was also hoping to see the gifted students 
receive more support from the gifted coordinator an d 
counselors as they are currently largely without an yone who 
can sufficiently address their social and emotional  needs, 
noting, “our kids, their needs are emotional. I wou ld like 
her to try to work with the kids more” (Interview 2 : p. 7).  
Case study #7: Mitchell Frommer 
Mitchell, at 48 years old, is a native of the count ry 
Libya and considers himself an Arab. Born in Tripol i, he 
attended private English schools in the nation’s ca pitol. 
In the late 1970s Mitchell immigrated to the United  States 
in search of higher education (Interview 1: p.2). H e found 
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himself at Louisiana State University-Baton Rouge, where he 
pursued degrees in mathematics. The first of them w as a 
Bachelor of Arts in Mathematics. From there, he wen t on to 
earn a master’s in Public Administration, and then a second 
master’s in Mathematics. 
 Father of one daughter, Mitchell has been married for 
27 years and working as a teacher for 7. He began h is 
career in education whilst working in the private s chool 
setting-- first in East Baton Rouge Parish and then  in St. 
James Parish. In those 7 years, he has gained exper ience 
with teaching math at all grades and levels 7-12.  Mitchell 
has taught everything from algebra I to statistics,  
business calculus to AP calculus.  Mathematics (gra des 7-
12) is currently his only area of certification.   
Pre-Service Training  
In opting to pursue teaching as a career, Mitchell 
enrolled in the LSU Holmes Program, but decided to withdraw 
upon concluding he would need more knowledge of mat hematics 
to confidently teach secondary mathematics. He foun d the 
Holmes program to cater more toward elementary math ematics 
and therefore misaligned with his interests (Interv iew 1: 
p. 4). Upon his withdrawal, Mitchell entered into t he 
Master’s of Mathematics program at the university. After 
graduating, he pursued an alternate certification p rogram, 
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which required him to enroll in graduate level educ ation 
courses. The final fulfillment of his certification  
requirements was the completion of a yearlong inter nship 
inside the classroom.  
In reflecting back on his pre-service training, 
Mitchell disclosed that he was satisfied with his 
mathematics courses (Interview 1: p. 4). However, h e was 
disappointed in his education courses as he found t hem to 
focus too heavily on persuading students to accept the 
viewpoints of theorists.  One other concern of his training 
was that he was never exposed to the field of gifte d 
education, as it was never mentioned in any of his courses.   
He was not exposed to the field until he entered th e self-
contained gifted classroom in the fall of 2006 (Int erview 
1: p.5). Currently, Mitchell is pursuing certificat ion in 
gifted education from Louisiana State University. T o date, 
he has completed 2 courses, “Nature and Needs of th e 
Gifted” and “Counseling the Gifted”.   
Description of Classroom  
An important aspect of Mitchell’s room design and 
décor is the music that is always being played.  Th is small 
touch sets a distinct academic tone within his spac e, one 
that encourages creativity. The large classroom is a mix of 
student desks and tables, aged resources and modern  
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technological innovations. Mitchell prides himself on the 
integration of technology and this is obvious as hi s room 
is brimming with devices used in the instruction of  
mathematics in the 21 st  century, such as scanners and 3-D 
projectors. At the front of the classroom are examp les of 
such technologies: namely a projector and a screen.   Toward 
the back of his room, is his desk. Also, at the bac k of the 
room are a number of bookcases for his texts and st udent 
books. The classroom is wide and cool and students have the 
physical space necessary to be able to focus on the ir 
studies.  
Challenges with Curriculum and Instruction  
While excited to learn he would be working in the 
gifted setting, Mitchell admitted he was largely ig norant 
about what exactly he was in for, “I didn’t know wh ere they 
were at. Gifted could be anything. I really didn’t know 
exactly what I would be dealing with” (Interview 2:  p.7).  
He found one of the greatest sources of information  
regarding the gifted to be his colleagues and his g raduate 
coursework in gifted education. When asked to descr ibe the 
benefits of the coursework, Mitchell said, “well, i t helped 
me most to get to meet other gifted teachers. Yeah,  to hear 
them talk … Some of them [experiences] are the same , some 
of them are different” (Interview 1: p. 8).  Mitche ll 
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clearly enjoyed being able to feel a sense of fello wship 
with other teachers of the gifted-- both those who were 
just beginning as well as those who were experience d. 
Finally, it should be noted Mitchell has used techn ology 
widely in his attempt to make his curriculum and 
instruction appropriate for the gifted students in his 
charge. In fact, when asked to discuss his approach  to 
lesson design for his gifted math students, Mitchel l shared 
confidently, “I enrich … I have to keep them more e ngaged. 
We work with calculators, graphic calculators. We h ave 
laptops, a laptop lab. We work on that”(Interview 2 : p. 9).  
In his estimation, curriculum and instruction have not 
posed any significant challenges for him.  
Relationships with Students and Their Families  
Consistently over the course of the study, Mitchell  
expressed the satisfaction he finds in his work wit h the 
gifted. He has been most discouraged by the 
underachievement he frequently sees, 
I think that underachievement is the hardest (thing ) 
the heartbreaker, the heart wrencher. Yeah. When yo u 
know that they’re capable. I have a hard time 
accepting somebody as being gifted, and give them a n 
excuse why they’re not performing. If they’re not 
performing, they’re not gifted (Interview 1: p.8). 
 
His frustration was also plainly stated in his fina l 
written reflection when Mitchell expressed one even t that 
made him feel most frustrated or discouraged was wh en he 
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was asked to “water down” the IEP of an underachiev ing 
gifted student. Plainly stated, he “had no idea tha t so 
many would be underachieving” (Focus Group Intervie w: p. 
2).  Clearly, Mitchell’s frustration reflects a mix ture of 
mis-education regarding the needs of the gifted and  the 
absence of effective supports (for both him and stu dents 
alike in this case). 
Furthermore, Mitchell found the experiences with 
parents of the students he serves as unbalanced. On  one 
hand, he found many of them to “baby their children ” 
(Interview 2: p. 5), while others forced their chil dren to 
make scheduling decisions which led them to being 
overextended. When this mixed approach to schooling  results 
in unsatisfactory grades (in the eyes of parents), he finds 
himself too often placed at blame.  He shared that in his 
brief experience, the parents of the gifted hold te achers 
responsible for the poor performance of students in stead of 
the students themselves. He attributes this trend t o a 
general lack of knowledge on the part of parents as  to the 
nature of gifted students (Interview 2:p. 6).  
Professional Relationships  
      Mitchell reported that he had been given a gr eat 
sense of autonomy by the administrative staff, for as in 
his view, “I couldn’t ask for more. They leave me a lone.” 
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(Interview 2: p. 1) While provided a mentor by his building 
principal (required as a part of LTAAP), he did not  find 
the presence of this additional support as helpful as his 
gifted education graduate classes at the university . 
Additionally, while Washington High is equipped wit h 
counselors, he did not know them, nor had they been  able to 
provide him with assistance-- “Frankly, they have d one 
nothing” (Interview 2: p. 2).  Finally, Mitchell ex pressed 
satisfaction with the competence of the on-site gif ted 
coordinator, though he found the coordinator to be 
overwhelmed with assigned job duties unrelated to t he 
issues faced by beginning teachers of the gifted.   
Conclusions 
As the preceding pages show, all seven beginning te achers 
of the gifted, despite their frustrations, were ded icated 
educators.  They were willing to stay late, to stru ggle to 
become independent professionals and were open to 
establishing relationships with their colleagues. T hey each 
attempted to persevere through the challenges provi ded by 
the IEP process and the state mandated comprehensiv e 
curriculum. Each participant was also interested in  
becoming more familiar with effective instruction o f the 
gifted. Finally, each of the seven was constantly w orking 
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to become better able to design a curriculum for th e 
students with whom they work.  
 These cases demonstrate the importance of 
undergraduate and graduate preparation and the rece ipt of 
in-service supports for beginning teachers of the g ifted 
such as mentors and assistance with lesson planning  and the 
writing of IEPs. Each of these things are essential  to the 
success of teachers of the gifted in their first fe w years, 
regardless of how many years of experience they hav e 
teaching in the regular education setting.  Moreove r, the 
contribution that certification in gifted education  makes 
to the skill level and ultimately the success of be ginning 
teachers of the gifted can not be overlooked, parti cularly 
given the experiences of those participants who com pleted 
it. This coursework strengthened not only their con fidence, 
but also their ability to effectively design curric ulum and 
plan instruction.  The effects of an education in t he 
nature and needs of the gifted, surely has vital 
implications for what districts must consider when hiring 
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CHAPTER 5: DISCUSSION OF THE CASES 
The seven case studies reported in chapter four are  
independent accounts of the lives of beginning teac hers of 
the gifted from an urban parish in Louisiana. The p urpose 
of the fifth and final chapter is to explore the 
similarities and differences between the seven case s 
examined, focusing on their pre-service education, their 
experiences with curriculum and instruction, and th eir in-
service experiences with administrators, mentors, s chool 
counselors, gifted coordinators, and students and t heir 
families. The following discussion is organized wit h 
respect to the four guiding research questions for this 
study.  My conclusion, which follows the discussion  of the 
research findings, puts forth the contribution to t he field 
of gifted education that is made by this dissertati on. 
The first question that guided the study was: What 
is/was the nature of the expectations that beginnin g 
teachers of the gifted have of their: 
   a. colleagues? 
   b. principals? 
   c. mentors? 
   d. on-site gifted coordinator? 
   e.  students? 
   f.   students’ families? 
 
All seven beginning teachers of the gifted had clea r 
opinions as to what they expected to receive from t he 
majority of the school’s primary players, with the 
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exception of the principal, of whom little was expe cted by 
most. They understood the role of the principal to be broad 
and were, at best, looking to receive financial sup port for 
professional development, especially Laura, Mitchel l, and 
Beverly.  However, they expected much from other sc hool 
personnel, namely their gifted coordinator and scho ol 
counselors.  Specifically, they expected the former  to 
assist them in negotiating the IEP process (from op ening 
the document to conducting the meeting). This was s een most 
clearly in the responses of Beverly, Alex, Michael,  and 
Michelle.  Eventually, each participant expressed a n 
expectation for the counselor to provide guidance t o gifted 
students on scheduling, college admissions, and inf ormation 
on the emotional resources available to them.  
When reflecting upon their expectations of gifted 
students and their families, the participants repea tedly 
confirmed their high expectations regarding the aca demic 
performance of gifted learners. They expected their  
students to be motivated and consistent, creative a nd 
independent-- an expectation that often left them 
disappointed.  Furthermore, they expected their gif ted 
students to be engaged, enthusiastic, and respectfu l.  A 
similar kind of enthusiasm was expected by many of the 
participants of the parents of the gifted. However Laura, 
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Jason, and Michael were often shocked by what they 
perceived as an “over-involvement” of parents, part icularly 
concerning the counting of points and the calculati on of 
grades.  This pattern was distressing for them.  
The second question that guided this study was: What 
is the nature of the experiences of beginning teach ers of 
the gifted: 
a. with their colleagues? 
               b. with their principals? 
c. with their mentors? 
d. with their on-site gifted coordinator? 
e. with their students? 
f. with their students’ families? 
 
The most consistently positive feedback from 
participants came from discussions of their relatio nships 
with their colleagues. With the exception of Michel le, they 
found these relationships to be helpful and valuabl e. For a 
number of the participants, namely Mitchell, Laura,  
Beverly, Michael, and Adam, these relationships ass isted 
them immensely in being successful and well-adjuste d 
beginning teachers of the gifted. They greatly appr eciated 
the lesson planning assistance they were given, as well as 
the emotional support that working closely with oth er 
teachers of the gifted provided. This was particula rly true 
for Mitchell who was most appreciative of the oppor tunity 
to interact with other teachers of the gifted that 
enrollment in gifted education courses provided. 
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 When called upon to discuss their relationships wi th 
their building administrators, several of the parti cipants 
(Laura and Bobby) were grateful for the support the y 
received from them. They were most thankful for the  
financial resources they were provided, such as mon ey to 
attend conferences and to buy needed supplies. Jaso n and 
Beverly, on the other hand, were most appreciative of the 
sense of autonomy their leaders allowed them. Clear ly, both 
of these things are important in the fostering of 
independent professionals.  
 The participants had mixed feelings on the assignm ent 
of mentors, as a number (Jason, Mitchell, and Adam)  felt 
the presence of one unnecessary.  While each of the m 
thought the mentor experience could be positive and  
meaningful, they felt either self-sufficient or tha t they 
had been provided enough other supports to be succe ssful 
without the presence of a formalized mentor. Beverl y, 
Michael, and Michelle, however, were expressive of their 
need for a mentor--a contact person who was familia r with 
both the needs of the gifted and their subject area .  
Michelle, in particular, felt her teaching suffered  as a 
result of not being provided someone who she could 
comfortably approach with questions and concerns.  
Consequently, she felt overlooked and isolated.  
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 The role of gifted coordinator in each of the scho ol 
sites included in this study is to oversee the IEP process, 
to ensure state law is being upheld, and to conduct  
evaluations of students being considered for the gi fted 
program--duties that may be buried under other prin cipal 
assignments.  This was the case at both Lincoln Mid dle and 
Washington High as the participants consistently fo und 
their on-site gifted coordinator to be accommodatin g, but 
also busy. They saw in their gifted coordinator som eone 
willing to lend a hand, but also someone with much to 
accomplish. In conclusion, the participants general ly had 
positive experiences with their coordinators, thoug h 
Michelle, Beverly, Laura, and Adam thought the coor dinator 
should accept more responsibility and play a more a ctive 
role in the IEP process--largely because they were 
beginning teachers and needed more extensive suppor t. 
 Additionally, while they each found the support of  
their peers (in terms of providing ideas and giving  
feedback) helpful, it was not something they expect ed to 
receive. Nor did they expect to receive a mentor, n amely 
because they had each had prior teaching experience  and 
understood that in Eastern Parish, mentors are typi cally 
assigned to teachers in their first two years of te aching-- 
a category in which none of them fit. 
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Each of the seven participants repeatedly expressed  
their satisfaction with teaching the gifted. They h ad 
positive encounters with gifted learners and apprec iated 
their sense of wonder and desire for knowledge.  At  the 
same time, none of them felt prepared to handle the  
underachievement they witnessed. They were all fami liar 
with its manifestations and not at all familiar wit h 
techniques to overcome its challenges. Perhaps of e qual 
importance is the fact that they felt as if they ha d no one 
to turn to as a resource to support them or to supp ort the 
gifted children struggling to perform at a level 
commensurate with teacher expectation.  
 While each was an experienced teacher, the 
participants found the parents of their students to  be 
difficult at times. More specifically, they were di spleased 
at the blame they felt forced to accept for student  
performance, and the battles they felt they at time s had to 
wage in defending student grades.  This was particu larly 
seen in the reflections of Jason, Mitchell, Michael , and 
Laura.  On the other hand, Beverly and Adam could n ot have 
been more satisfied with the level of support they received 
from the parents of their students. Regardless of w hether 
they felt supported or overwhelmed by parental pres ence, 
when asked to outline their experiences with parent s of the 
 121  
gifted, participants shared that this particular gr oup of 
parents needs to be informed as to the needs of the ir 
students—even more so than parents of traditional s tudents. 
This was not something of which they were aware of prior to 
entering the gifted classroom. Finally, many of the  
participants felt parents of the gifted are uneduca ted as 
to the needs of their children. The five participan ts, 
Adam, Mitchell, Jason, Michael, and Laura also thou ght them 
unaware as to what the purpose of gifted education is in 
terms of curriculum and instruction. They reported that 
this lack of awareness made working with parents tr ying. 
The third question that guided this study was: What is 
the level of satisfaction/dissatisfaction that begi nning 
teachers of the gifted have of their gifted teacher  
training programs in terms of level of preparedness   
provided to teach the gifted? What level of 
satisfaction/dissatisfaction do they have of their regular 
education teacher preparation program in terms of t he level 
of preparedness it provided them to teach the gifte d?  
None of the participants in this study thought thei r 
general teacher education program sufficiently prep ared 
them to teach the gifted. Only those participants w ho had 
begun their gifted certification (regardless of wha t 
university it was through) felt their graduate educ ation 
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program to be relevant to their classroom experienc es, 
though none more so than the 2 participants who had  
actually completed their gifted certification prior  to 
accepting gifted teaching positions. These 2 teache rs 
(Laura and Jason) were best able to articulate the nature 
of gifted learners.  Moreover, they felt most comfo rtable 
working without a mentor, as they undoubtedly had a lready 
been given access to many of the informational sour ces that 
a mentor would provide. Additionally, the participa nts who 
were enrolled in graduate level coursework or who h ad 
recently completed a graduate level course in gifte d 
education (Laura, Jason, Michael, Mitchell, and Ada m) felt 
more successful, informed, and competent as educato rs of 
the gifted. They were most familiar with the common ly used 
terms in the field and felt able to articulate the needs of 
gifted students.  These participants also reported the 
least amount of intimidation by the IEP process. 
The participants who completed their education 
degrees prior to the 1980s remembered their coursew ork was 
useful in teaching regular education students, but that 
their courses did not address the concept of “gifte d”. They 
were uninformed as to the nature and needs of the g ifted 
until entering the self-contained gifted classroom and 
making their own observations. The participants who  entered 
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a teacher education program in the 1990s or later, however, 
recalled learning the term “gifted education” in th eir 
education coursework, but only being vaguely introd uced to 
the field.  They, too, were forced to settle for th eir own 
amateur conclusions as a basis 
for information regarding this population. 
The final question that guided this study was: What is 
the level of satisfaction/dissatisfaction that begi nning 
teachers of the gifted have of the in-service suppo rt 
options made available to them? 
Answers to this question varied greatly by 
participant. Adam for example, was largely satisfie d with 
the in-service supports made available to him. He w as 
provided a mentor in his content area, and while th ey 
rarely communicated, he did not feel as though he s uffered 
as a result. He did, however, express a desire to m eet with 
his mentor more regularly in order to be provided a n 
opportunity to observe and to be observed by his me ntor. 
Adam found the principals, coordinators, and counse lors to 
be helpful and accessible--though not necessarily 
shouldering enough of the responsibility of the IEP  
process. This caused him to feel slightly confused and 
frustrated. 
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 Beverly expected very little and received just tha t. 
Perhaps this explains why she reported a high level  of 
satisfaction with the in-service supports provided to her.  
She, a teacher looking to transition to administrat ion, had 
not expected to receive direct help from the buildi ng 
principal, but she was nevertheless disappointed in  the 
lack of assistance she received from the gifted 
coordinator. As a beginning teacher, she was lookin g to 
receive more one-on-one help, more supervision and 
guidance, and more structured education on the role  of the 
teacher of the gifted (particularly as it applied t o legal 
responsibilities).  
 Michelle was perhaps the most dissatisfied with th e 
level and quality of the in-service supports she re ceived. 
While she found her principal willing to support he r in a 
time of need, she felt abandoned by her colleagues.  As she 
had no experience with the gifted prior to receivin g her 
teaching assignment, she was at a loss.  Specifical ly, she 
was unable to write the IEP document independently and felt 
as though she had no one to turn to for help. She s hared 
that she would have greatly benefited from more in- services 
from the gifted coordinator, as well as from attend ing 
formal trainings on how to meet the needs of the gi fted.  
The assumption that her prior experience as an educ ator was 
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sufficient background for work with the gifted was most 
definitely detrimental. While Michelle was the most  
experienced teacher in terms of years, she was also  
arguably the neediest and most neglected.   
 Laura was able to work without much in-service supp ort 
(i.e. no mentor), which was in her view because she  had 
completed her gifted education certification prior to being 
hired to teach the gifted.  This pre-education allo wed her 
to confidently design curriculum. When she did seek  
support, she was most interested in funding to atte nd 
conferences, as she found this most helpful to her 
development as a beginning teacher of the gifted. 
 Michael, too, did not expect or receive much from 
building administration. His number one resource wa s Laura, 
largely because she had already completed her gifte d 
certification.  In addition to Laura, Michael also received 
a lot of support from his department chair, a colle ague who 
not only taught mathematics, but also the gifted.  Finally, 
Michael was able to establish a solid rapport with the 
gifted coordinator (as their offices are located in  close 
proximity to one another). This rapport worked to M ichael’s 
advantage, as the coordinator was quick to provide him with 
help writing his IEPs and with designing curriculum .  
Despite these aides, he still thought that his trai ning, 
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particularly in handling the IEP process had been i n-
sufficient.  
 Jason had been placed at some great distance from 
Washington’s “central nervous system”, and this was  where 
he was most comfortable. He is an independent perso n and 
prefers to become self-sufficient. For this reason,  he came 
to rely on no one, largely because he found no one else to 
be knowledgeable. He found all of his in-service su pports-- 
the principal, gifted coordinator, and counselors--  to be 
inaccessible and/or uninformed as to the needs of t he 
gifted.  
 Mitchell on the other hand, found his colleagues t o be 
knowledgeable and willing to share. Additionally, h e was 
quite pleased with his principal, as he was willing  to 
provide him with technological supplies. He did, ho wever, 
take issue when his administrators encouraged him t o 
compromise his ethics in the writing of legal docum ents 
(e.g. IEPs), in that he was asked to make suggestio ns for 
content areas of which he was unfamiliar.  
 Clearly, the experiences of the study participants  
varied, though there were a number of challenges th at they 
all struggled with. Many of these obstacles could h ave been 
eliminated with careful planning and regular monito ring by 
district and building administration. 
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Contributions of the Study 
 While working on this study, I have been repeatedl y 
asked two questions: “Why a qualitative design?” an d “Why 
beginning teachers of the gifted?”  My answers have  
developed into a defense of the human experience an d a 
recap of my own experience as a beginning teacher o f the 
gifted. The contribution of this effort to the fiel d of 
gifted education is that it works to give voice to the 
experiences of teachers typically overwhelmed and 
overlooked. Veteran teachers, while up for a change  and a 
challenge, underestimated the difficulty of the tra nsition 
they were about to undergo. The participants of thi s study 
closely resembled most beginning teachers of the gi fted 
nationally (Joffe, 2001) in that they had prior tea ching 
experience and limited exposure to the nature and n eeds of 
the gifted. It is my hope that this study has shed light on 
not only the expectations and experiences of the st udy 
participants, but also on what school districts acr oss the 
country can implement to further support individual s who 
have been called upon to do this work.   
Regardless of when and where these experienced 
teachers enter the gifted setting, each of the seve n 
participants in this study faced similar hurdles. 
Furthermore, each of these teachers was aware of th eir 
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deficiencies in knowledge and what was being asked of them. 
Clearly, they were ill prepared to handle those tas ks and 
more importantly not provided the support necessary  for 
substantial improvement.  
Each of the seven participants felt that their 
undergraduate courses in education, and to some ext ent 
their graduate courses, did not fully cover the nee ds of 
the gifted, and most had not completed certificatio n in 
gifted education.  In moving forward, school distri cts in 
particular must not waste valuable time investigati ng ways 
and reasons to place fault. An oversight has occurr ed and 
districts must work more diligently to fill the gap s in 
knowledge and understanding. They must work harder to 
exceed state requirements and to create standardize d 
district policies that reflect emerging local trend s in the 
needs of teachers of the gifted—nothing less is acc eptable. 
It is widely accepted that industries in corporate 
America accept responsibility for educating newly h ired 
personnel, so, too must this be a responsibility of  the 
school district-- particularly when it comes to beg inning 
teachers of the gifted. The needs of beginning teac hers of 
the gifted are different from the needs of other be ginning 
teachers. They must receive curriculum training on 
differentiating instruction and acceleration.  They  must 
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receive training on the social and emotional needs of the 
gifted and they must become familiar with the IEP.  These 
conclusions raise the question that must be asked o f 
districts: Would they dare hire teachers to teach i n 
content areas for which they had received no  preparation? 
Would they think it appropriate to place a mathemat ics 
teacher in an advanced French course with no knowle dge of 
the language? Why then has this become an acceptabl e trend 
for the gifted education setting? The findings of t his 
study suggest these several central areas of work w ith the 
gifted have been overlooked in the preparation of t eachers 
for the gifted setting, though none so grossly as t he IEP. 
Not one of the seven participants felt comfortable writing 
this document, and this was largely due to their 
perceptions of its legal importance. They felt over whelmed 
by the amount of paperwork that it required and the  amount 
of time it consumed. Beginning teachers of the gift ed need 
to be formally educated as to the purpose (legal 
significance), structure (documents, meetings), and  
timelines of this document. Due to the legal magnit ude of 
the IEP, formal training and regularly scheduled su pport 
should be provided.   
Moreover, participant narrative reveals a need for the 
gradual hand over of IEP document writing, with the  first 
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year of service for beginning teachers of the gifte d being 
dedicated to becoming familiar with the document. I deally, 
no caseload would be assigned to beginning teachers  of the 
gifted in their first year.  In the event that reso urces do 
not allow for such intense study, beginning teacher s should 
at least be given a significantly reduced caseload.  
Regardless, beginning teachers of the gifted need t o be 
supported through this process not only by the gift ed 
coordinator, but also the building principal. These  
individuals should not only be accessible, but also  
modeling a life-long commitment to this population through 
the pursuit of continued training in gifted educati on. 
Additionally, these beginning teachers of the gifte d 
expressed a need for other kinds of supports, regar dless of 
the support’s manifestations.  Laura was seeking fi nancial 
assistance, Michael a mentor, Michelle encouragemen t and 
information.  Moreover, their reflections consisten tly 
displayed a need to at least be offered the option of 
receiving a mentor. Ideally, designated mentors sho uld be 
both experienced teachers of the gifted as well as teachers 
of the subject the beginning teacher is certified t o teach. 
Mentors and mentees should also be provided release  time to 
converse, so that the beginning teacher can express  
questions and concerns. Moreover, mentors and mente es 
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should also be provided release time to observe one  another 
teach, as this is a valuable tool for learning. Thr ee study 
participants revealed the presence of a mentor as h elpful, 
particularly in terms of assisting with the curricu lum 
design (i.e. navigating the comprehensive curriculu m; a 
document which due to its restrictive nature many t hought 
to conflict with the very nature of gifted educatio n), the 
IEP process, and meeting the demands of parents (i. e. 
communication).  
 Finally, findings of this study expose a need for 
beginning teachers of the gifted to receive additio nal 
support and insight into meeting the social and emo tional 
needs of gifted learners. This, too, must be the re alized 
focus of both initial preparation and in-service tr aining.  
They felt unable to address needs of this nature, 
particularly underachievement and depression. At th e very 
least they should be familiar with the resources av ailable 
to students and their families both on- and off-cam pus. The 
quality of service provided as it pertains to the s ocial 
and emotional domain could be greatly improved thro ugh the 
presence of a guidance counselor dedicated to servi ng 
solely this population. The presence of this person  is 
particularly important in schools with self-contain ed 
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gifted classes, as the number of identified gifted students 
would be considerably higher.  
 Prior studies have explored the experiences of 
beginning teachers of the gifted though on a much s maller 
scale. For instance, the findings of Joffe’s study (2001) 
illustrated a national lack of structured mentoring  for 
beginning teachers of the gifted and a lack of soli d 
teaching strategies for working with the academical ly 
gifted. His qualitative study focused on students’ 
characteristics, instructional strategies, and deci sion-
making. Pollak’s (1996) work focused on a teacher’s  self-
image during his transition from regular education teacher 
to gifted education teacher. It revealed that begin ning 
teachers of the gifted feel isolated at times and t hey are 
forced to rely on previous teaching experiences. Th ese 
studies, while also focusing on novice teachers of the 
gifted, only featured a singular participant. The p resent 
study had a broader scope in that it included more 
participants, in more subject areas/grades and two 
different school sites. It also focused more heavil y on 
pre-service experiences and the nature of their 
relationships with other professionals. The finding s of 
this study reveal clear commonalities between diffe rent 
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school sites in one district, and are surely reflec tive of 
a national need for change. 
The seven teachers who participated here gave of th eir 
time to the research effort happily, as they had ne ver 
considered that their voices actually mattered. The y were 
anxious to discuss their experiences and thankful t hat 
someone cared enough to make inquiries into it. Mor eover, a 
number of them were hoping to make a unique contrib ution to 
the field of gifted education, and they did. 
Few studies have been done that explore the 
perspectives of beginning teachers of the gifted--n one in 
dedicated gifted schools (“magnets”).  Despite the fact 
that this study only focused on secondary schools i n one 
district, in one state, the state of Louisiana was 
purposefully selected as the study setting due to t he fact 
that it is consistently considered to be one of the  
nation’s strongest in terms of the depth and breadt h of 
gifted education services it provides.  This fact, in 
conjunction with the findings of this study, are 
particularly telling of the potential that both sta te 
departments and local school districts possess if t hey only 
choose to adopt more consistent policies in regards  to the 
supports that they provide to not only their gifted  
students, but to their beginning teachers of the gi fted as 
 134  
well. Louisiana is clearly leading the pack, but th e 
findings here suggest that each state has yet quite  a way 
to go. 
This study asserts in specific terms, what local 
districts can do to improve the transition of exper ienced 
regular education teachers into the self-contained gifted 
setting. However, there are other areas affecting t hese 
teachers, which are worthy of further study, for in stance, 
the expectations and experiences of the professiona ls who 
work with teachers new to the gifted setting. It wo uld 
undoubtedly be just as valuable to hear their voice s as 
that insight might lessen the communication gap.  
Additionally, research investigating the relationsh ips 
between mentors and beginning teachers of the gifte d should 
continue, as this study reaffirmed their value. Fin ally, 
future research might also consider taking a quanti tative 
approach to the study of what districts are doing o n a 
national level to support beginning teachers of the  gifted. 
Beginning teachers of the gifted have much to 
overcome--from modifying curriculum for our brighte st 
children, writing and implementing IEPs, to being a ble to 
identify and assist families with conquering social  and 
emotional issues. Through this study, I was able to  look 
back upon my own experience as a beginning teacher of the 
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gifted and better see the challenges and the triump hs for 
what they were. While much has been accomplished in  the 
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APPENDIX A 





During the 2006-2007 academic year, I will be condu cting a study at both 
Lincoln Middle School and Washington High School, w hich focuses on the 
experiences of four beginning teachers. The intent of my study is not to 
evaluate the beginning teachers but simply to learn  the nature of the pre-
service experiences and expectations they have of t eaching gifted learners, 
as well as what in-service experiences and expectat ions they have of the 
schools that they serve. Finally, I will be interes ted in exploring how 
those expectations relate to the experiences that t hey have in their 
respective school settings. Professor Rita Culross will supervise the 
study, which will provide data for my dissertation for my doctoral degree 
from Louisiana State University. She can be reached  at (225) 578-1264 in 
the Department of Educational Theory, Policy, and P ractice. 
 
I am writing to ask you to be one of the 7 beginnin g teachers of the gifted 
participating in the study, which will be conducted  during the 2006-2007 
school year. This would involve my conducting 3 int erviews with you over 
the course of the study (2 individually and one in a group setting). You 
may read copies of these interview transcripts and add corrections if you 
see changes that should be made. In addition, I als o ask that you give me 
permission to observe you teaching. Also, it is qui te possible that I might 
ask you to let me look at school-related documents,  such as your lesson 
plans, and I request your consent for that as well.  Finally, I am asking 
you to write a written reflection of your experienc es. 
 
For the study, I will protect your identity as well  as the identity of all 
the other participants by using a pseudonym for you  and pseudonyms for 
other persons and for the school in all write-ups o f the study including my 
dissertation. If I quote excerpts from my interview s with you or from my 
observations, I will use your pseudonym. At any poi nt in the study, which 
poses no potential risks to participants, you may w ithdraw from 
participation. 
 
At the conclusion of the study, I would be happy to  meet with you to go 
over my findings, and I would like to give you the opportunity to read the 
dissertation that you have contributed to. I believ e that this can be a 
learning experience for both of us. 
 
Please contact me (773-6247) if you need any more i nformation about the 
study or if you have specific questions about your participation. I hope 





Through the above letter, I have been fully informe d about the purposes of 
the study Kimberly McGlonn-   Nelson plans to condu ct and about the 
potential benefits and risks of the procedures she will use. I agree to 
participate in the study in the way that she has de scribed. 
 
______________________________     ________________ ____________________ 
Signature        Date 
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During the 2006-2007 academic year, I would like to  conduct a study at 
Lincoln Middle School and Washington High School wh ich focuses on the 
experiences of 7 beginning teachers of the gifted. The intent of my study 
is not to evaluate the beginning teachers, but simp ly to learn what pre-
service experiences and expectations they have of t he gifted setting, as 
well as what in-service experiences and expectation s that they have of the 
schools they serve. Professor Rita Culross will sup ervise the study, which 
will provide data for my dissertation for my doctor al degree from Louisiana 
State University. She can be reached at (225) 578-1 264 in the Department of 
Educational Theory, Policy, and Practice. 
 
I am writing to ask you to allow your staff to part icipate in this study, 
which poses no potential risks to participants, and  that you allow us to 
use your facilities for our interviews. Each partic ipant will be asked to 
participate in three interviews and each interview should last no more than 
an hour. I will also be observing each participant teaching. All data will 
be collected during the fall 2006 semester, and all  interviews will be 
audio taped and transcribed. Finally, participants will be asked to write a 
written reflection of their experiences as a beginn ing teacher of the 
gifted. 
 
For the study, I will protect the school’s identity  as well as the identity 
of all the participants by using 
pseudonyms for the names of persons, as well as usi ng pseudonyms for the 
names of schools in all write-ups of the study.  If  I use excerpts from my 
interviews with them, I will identify them with a p seudonym, not their 
name. 
 
At the conclusion of the study, I would be happy to  meet with you to go 
over my findings, and I would like to give you the opportunity to read 
parts of the dissertation to which your school has contributed. 
 
Please contact me (773-6247) if you need any more i nformation about the 
study or if you have specific 
questions about your participation. I shall be most  appreciative of your 








Through the above letter, I have been fully informe d about the purposes of 
the study Kimberly McGlonn-Nelson plans to conduct and about the potential 
benefits and risks of the procedures she will use. I agree to 
participate in the study in the way that she has de scribed. 
 
__________________________________________ ________ _______________ 
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During the 2006-2007 academic year, I would like to  conduct a study at 
Lincoln Middle School and Washington High School th at focuses on the 
experiences of 7 beginning teachers. The intent of my study is not to 
evaluate the beginning teachers, but simply to lear n what pre-service 
experiences and expectations they have of the gifte d setting, as well as 
what in-service experiences and expectations that t hey have of schools that 
they serve. Professor Rita Culross will supervise t he study, which will 
provide data for my dissertation for my doctoral de gree from Louisiana 
State University. She can be reached at (225) 578-1 264 in the Department of 
Educational Theory, Policy, and Practice. 
 
I am writing to ask you to allow your staff to part icipate in this study, 
which poses no potential risks to participants, and  that you allow us to 
use your facilities for our interviews. Each partic ipant is to be 
interviewed on three occasions and each interview s hould last no more than 
an hour. All data will be collected during the fall  2006 semester, and they 
will be all audio taped and transcribed. I will als o be asking participants 
to allow me to observe them in their classrooms. Fi nally, participants will 
be asked to write a written reflection of their exp eriences as a beginning 
teacher of the gifted. 
 
For the study, I will protect the individual school ’s identity, as well as 
the identity of all the participants by using pseud onyms for the names of 
persons, as well as using pseudonyms for the names of schools in all write-
ups of the study.  If I use excerpts from my interv iews with them, I will 
identify them with a pseudonym, not their name. 
 
At the conclusion of the study, I would be happy to  meet with 
representatives from the district office to go over  my findings, and I 
would like to give you the opportunity to read the dissertation to which 
your district has contributed. 
 
Please contact me (773-6247) if you need any more i nformation about the 
study or if you have specific 
questions about your participation. I shall be most  appreciative of your 








Through the above letter, I have been fully informe d about the purposes of 
the study Kimberly McGlonn-Nelson plans to conduct and about the potential 
benefits and risks of the procedures she will use. I agree to 
participate in the study in the way that she has de scribed. 
 
__________________________________________ ________ _______________ 
Signature      Date 
 
 




I am interested in getting to know who you are, bot h as a person 
and a professional. To this end, it would be helpfu l to know the 
following information: 
 
1.  What is your gender? 
2.  Describe your racial/ethnic background: 
3.  Please provide your age: 
4.  Where are you from? 
5.  What is your marital status? 
6.  Please describe your educational background by prov iding 
(from most recent to least recent), the degrees (wi th 
majors) that you possess: 
 
7.  Please list (from most recent to least recent), the  schools 
that you attended after the completion of high scho ol: 
 
8.  How many years have you taught full-time? 
9.  Please list (from most recent to list recent), the names 
and locations of the schools in which you have taug ht in 
the last three years: 
 
10.  Please list the grades/courses you have experience 
teaching: 
11.  Please list the grades/courses that you are certifi ed to 
teach: 
 
12.  Describe your educational path to certification(s):  
13.  Are you certified to teach the gifted? If not, are you 
currently enrolled in a gifted certification progra m? 
 
 
14.  Please describe (listing as many as you’d like) the  sources 
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APPENDIX E 
1st  INDIVIDUAL INTERVIEW GUIDE 
 
1.  Can we begin by reviewing your responses to the 








   3. A similar question, would you please reflect on your gifted  





   4. When you first decided to begin preparation a s a teacher,  
      what did you expect to receive from: 
a. Coursework 
  b. Topics 
  c. Texts 
  d. Activities 
e. Professors 
 
    5. What exactly did you experience in terms of these things? 
a. Coursework 
 
  b. Topics 
  c. Texts 
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FOCUS GROUP INTERVIEW GUIDE 
 
A. Would you please describe your expectations for the year in 
terms of your gifted students? 
 
B. What about your professional experiences? What d o you expect 
from the people that you work with? 
  
A.  School administrators 
B.  Mentor 
C.  School counselors 
D.  Gifted coordinator 
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APPENDIX G 
2nd INDIVIDUAL INTERVIEW GUIDE 
 
 
Now that the school year is underway, let’s begin b y reflecting 
on your experiences thus far.  
 
1. Let’s discuss my observations of your instructio n. There were 
a few things that stood out for me that I would lik e to get your 
insight into: 
 
2. Let’s talk about how your experiences match up w ith your 
expectations. More specifically, let’s explore your  experiences: 
a. In the classroom 
  i. Your curriculum and instruction 
What have been some of the challenges that you’ve 
had to overcome? 
  ii. Relationships with students 
What have been some of the challenges that you’ve 
had to overcome? 
  iii. Behaviors of students 
What have been some of the challenges that you’ve 
had to overcome? 
 
3. Can you describe your professional relationships  with your 
colleagues? More specifically, your: 
a.  Administrators 
b. Mentors 
 c. Counselors 
 d. Gifted coordinators 
 e. Parents 
 
What have been some of the challenges that you’ve h ad to overcome 
in working with them in this capacity? 
 
4. How could your professional relationships with t hese 
individuals be improved? 
a.  Administrators 
b. Mentors 
 c. Counselors 
 d. Gifted coordinators 
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PROFESSIONAL REFLECTION WRITING GUIDELINES 
 
Dear participant: 
In an effort to best understand your experiences as  a beginning 
teacher of the gifted, I’d like to hear your reflec tions on the 
past and hopes for the future. To this end, please carefully 
respond to the following questions. Complete senten ces are not 
necessary, though complete thoughts are greatly app reciated. Once 
you are finished recording your thoughts, please su bmit your 
responses via an email with an attached Word docume nt file. 
  
 






Please respond to each of the following questions: 
1. Recall a specific event that made you feel suppo rted as a 
teacher of the gifted. Please describe that event i n full detail.  
 
 
2. Recall a specific event that made you feel frust rated or 
discouraged as a teacher of the gifted. Please desc ribe that 
event in full detail.  
 
 




4. Summarize the most difficult aspect of being a b eginning 




5. Imagine that your principal has approached you, 
requesting that you outline precisely what you need  to feel 
better supported as a teacher of the gifted and wha t would 
place you in a position to better meet the needs of  your 
students. Having been told that money is no object-  what 
would you request? Please consider your curricular,  
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APPENDIX I 
STUDY INFORMED CONSENT FORM 
 
1.   Study Title: Experiences and Expectations of B eginning Teachers of the Gifted 
 
2.   Performance Site:  Lincoln Middle School and W ashington High School 
 
3.   Investigators:  The following investigator is available for questions about  
                     this study, M-F,  
8:00 a.m. - 4:00 p.m. 
Kimberly McGlonn-Nelson: (225) 773-6247 
Dr. Rita Culross: (225) 578-1264         
 
4.   Purpose of the Study: The purpose of this rese arch effort is to shed light onto  
the expectations and experiences of beginning teach ers of the gifted.  The 
research also aims to provide school districts, bot h locally and nationally 
with insight into what can be done to assist in the  preparation, support and 
retention of teachers of the gifted. The final purp ose of this study is to 
give voice to the experiences of this population of  educators.  
 
5.   Subject Inclusion:  Beginning teachers of the gifted 
6.   Number of subjects: 7 
 
7.   Study Procedures:   The study will be conducte d in four phases. In the first  
phase, subjects will spend approximately 20 minutes  completing a 
questionnaire about their personal background, acad emic training, and 
professional experience. In the second phase, subje cts will spend 
approximately one hour participating in an individu al interview. 
During the third phase, subjects will participate i n a focus group 
interview, as well as to write a written reflection  of their 
experiences as a beginning teacher of the gifted. D uring the fourth 
phase they will be observed will teaching a gifted course. During the 
fifth phase they will be asked to participate in a final individual 
interview. 
 
8.   Benefits: The study may yield valuable informa tion about the pre-service  
              and in-service experiences of beginni ng teachers. 
 
9.   Risks:   There are no risks associated with th is study. Every effort will be  
made to maintain the confidentiality of your study records. Files will 
be kept in secure cabinets to which only the invest igator has access.  
 
10.  Right to Refuse:  Subjects may choose not to p articipate or to withdraw from  
the study at any time without penalty or loss of an y benefit to which 
they might otherwise be entitled. 
 
11.  Privacy: Results of the study may be published , but no names or identifying  
information will be included in the publication. Su bject identity will 
remain confidential unless disclosure is required b y law. 
 
12.  Signatures:  The study has been discussed with  me and all my questions have  
been answered. I may direct additional questions re garding study  
specifics to the investigators. If I have questions  about subjects' 
rights or other concerns, I am aware that I can con tact Dr. Robert C. 
Mathews of the Institutional Review Board, at (225)  578-8692. I agree 
to participate in the study described above and ack nowledge the 
investigator's obligation to provide me with a sign ed copy of this 
consent form. 
 
_________________________________   ______________        
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